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Preface 


The purpose of this collection of readings is to make avail- 
able in one volume some of the best-known works in the 
philosophy of education. The collection has been designed 
to serve as a textbook or source book for students of the 
philosophy of education. The first edition served in one or 
both of these capacities in at least one hundred colleges and 
universities. 

In compiling the collection, I tried to select, from the writ- 
ings of some of the foremost men in the field, those quotations 
that most nearly reveal some of the most significant points 
of view. My policy, in general, has been to quote each author 
at considerable length, in order to make his particular phil- 
osophical theories as understandable and coherent as possible. 
Biographical sketches have been prepared for each author 
quoted, and each sketch precedes the first selection from that 
author. 

Part One is devoted to the role of philosophy in the study 
of education. The remaining six parts are grouped under the 
following titles: “The Pragmatic Philosophy of Education,” 
“Idealism,” “Realism,” “Catholic Philosophy of Education,” 
“The Philosophy of Education in Some Protestant and 
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Jewish Thought,” and “Contemporary Movements in the 
Philosophy of Education.” These rubrics should be thought 
of as general headings, and not as hard-and-fast schools of 
philosophy. 

Students will discover that the selections in this book re- 
quire critical reading and careful discussion. The serious stu- 
dent should take time to think through the selections de- 
liberately and thoroughly. Insofar as possible, each student 
should re-examine his current views on education, and com- 
pare and contrast them with those of men who are distin- 
guished in the field. This procedure is recommended with the 
hope that the student will develop those critical philosophical 
skills that will enable him to formulate for himself a tentative 
philosophy of education which he will be able to defend in- 
telligently. He should try to find time to read in its entirety 
each of the books from which these selections have been 
taken—first, to get a more comprehensive view of each au- 
thor's position, and second, to get from many of the sources, 
a number of very important ideas that could not be included 
in this collection because of the limited space available. 

I should like to acknowledge the cooperation of the various 
authors and publishers whose permission to quote made this 
collection possible. For the aid and suggestions offered toward 
the improvement of the volume, I am grateful to those who 
advised The Macmillan Company while the manuscript was 
being prepared, and to my friends and colleagues Paul A. 
Schilpp and Robert Browning of the department of philos- 
ophy, Northwestern University. I am also indebted to Dr. Eli 
Krumbein and Dr. John Lee, of the School of Education, 
Northwestern University, and to Dr. J. Donald Butler of 
Macalester College, and George F. Kneller, University of 
California at Los Angeles, for suggestions and critical read- 
ing of sections of the second edition. I should not complete 
this preface without thanking my former students, who helped 
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to clarify some of my thoughts concerning the philosophy of 
education. They taught me more than they may realize, But 
most of all, I wish to express my appreciation to my wife and 
daughter for their help, encouragement, and tolerance while 
working on this revision. 

Joe Park 
Northwestern University 
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| The Place of Philosophy in 
the Study of Education 


Introduction to Part One 


This introduction will attempt to define philosophy of 
education, provide a few suggestions to students who use this 
book, and make some comments about the readings in this 
section. 

Historically, philosophy (philos, fond of, and sophos, 
wise) has varied considerably both in meaning and in scope. 
Plato used the term in the most general way in his Republic, 
applying it to *. . . those who see the absolute and eternal 


and immutable . . . those who love the truth in each thing." 
Thus, all knowledge was fused by him into a semircligious 
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synthesis. It remained for Aristotle, with his methodic intel- 
lect, to separate the vast field of philosophy into the disciplines 
we recognize today as logic, psychology, ethics, aesthetics, 
metaphysics, etc. 

Philosophy, however, has not remained the grand subject 
it was in ancient times, for it has been rocked to its very 
foundations by the advance of knowledge and by natural sci- 
ence in particular. Much of what was once epistomology has 
become the chief concern of the physiologist and the psy- 
chologist. Cosmology has yielded to research in astronomy and 
physics, while logic has been greatly modified by the work of 
the mathematical logicians. Meanwhile, metaphysics and 
ethics have not gone unscathed. Today there are those phi- 
losophers who would completely reject all metaphysical state- 
ments as nonsense, for they believe them to be unverifiable, at 
least as the term commonly is used. These same philosophers 
are likely to think of ethical statements as imperative sentences 
that express the attitudes of the persons uttering them. 

Even though not all philosophers are as skeptical as some 
of the comments above would indicate, it is true, nevertheless, 
that philosophy is no longer the pretentious and all-inclusive 
subject it was in the days of Plato, for much of its subject 
matter, as well as the absolute, eternal, and the immutable, 
has been eroded away, even for many of those who are not 
skeptics. 

The philosophy of education likewise has undergone, and 
is now undergoing, some very profound changes. Whereas a 
score of years ago an author could discuss the philosophy of 
education without going beyond the realists, idealists, and 
pragmatists, now he must extend his consideration to encom- 
pass the thinking of the existentialists and the critical analysts. 
But in spite of the necessity for extending the boundaries of 
philosophy of education, the traditiogal problems of philos- 
ophy are still apparent. Thus, it is defensible to define the 
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philosophy of education as an attempt to find answers to 
questions some would call ultimate. The philosopher in edu- 
cation desires to learn what can be known and what this has 


to do with education. He is interested in the nature of reality, 
sources of value, and what these may mean for education— 
aims, curriculum, and method. He may or may not believe 


that he can know the nature of ultimate reality. He may or 
may not believe that values are discovered by intuition or 
revelation. He may or may not reduce all knowledge to ob- 
servation and experimentation. But whatever his views on 
metaphysics, epistemology, and axiology, he is concerned with. 


This very general definition perhaps will become more 
meaningful if some illustrations are given to show the differ- 
ences of opinion among philosophers, all of whom recognize 
the same problems, but each of whom would take a different 
view toward them. From among the writers in contemporary 
philosophy of education, the works of J. Donald Butler, Sid- 
ney Hook, and D. J. O'Connor will be selected to illustrate 
the point. 

. Donald Butler divides knowledge into two kinds: (1) 
specific discoveries which are tentative descriptions produced 


by the sciences and (2) truth, a kind of knowledge which 


seems to go beyond discoveries. Perhaps his ultimate values 
fall into this category of truth. Butler believes that the cosmos 


partakes of the nature of selfhood, and that God speaks to 
man through “a cosmic movement which is the equivalent of 
the coming of God to man." God is existence, and man hasa 
personality that is more than what is seen by the psychologist 
or the sociologist. His personality includes a spiritual element. 
God intends goodness for man, but man can only achieve this 
goodness when he brings himself close to God. 

Butler thinks that his metaphysics, and most particularly 
his value theory, have a direct bearing upon the kind of educa- 
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tion he recommends, He feels that the school should be con- 
ceived as a yalue-realizing institution next in importance to 
the church. At the same time, he doubts that the common 
school in America can give us the kind of education he seeks. 
Instead of all education going on in public schools, a “com- 
posite of institutions" will be needed to achieve the ends he 
seeks. J. Donald Butler, then, is an excellent example of a 
philosopher who still holds steadfastly to the ultimate and im- 
mutable. He is in the grand tradition that has descended to us 
from Plato. b 
Sidney Hook, on the other hand, represents the pragmatic 
school of thought that has held sway in America for most of 
this century. Professor Hook rejects the religious and meta- 
physical approach of men like Butler, for he believes that such 
an approach seeks to deduce what men should be from what 
men are thought to be. In other words, to Hook, this approach 
is sheer tautology. Hook would discover the nature of men in 
the developing careers of men in time and in relation to the 
world. The nature of man is nothing more and nothing less 
than a set of conditions that limits the possible educational 
aims, allowing us to select from among the many aims those | 
that are most desirable. Hook couples this culturaf relativity 
with the method of intelligence. This method of intelligence 
becomes the center of his “liberal philosophy,” because it un- 
dercuts the absolutes that stand in the way of the development 
of new knowledge and insights. “Method should be central in 
educational activity because it not only evaluates the funded 
(tradition of the past, but enhances the capacity to enrich it.” 
‘Hook appears to reject most, if not all, metaphysical con- 
siderations, reduces values to hypotheses, and conceives of 
| knowledge as that which is produced as a result of human ex- 
perience. Education is a human endeavor, with human pur- 
poses, procedures, and subject matter, and the process of 
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education is subject to human error and correction of this 
error by the exercise of the method of intelligence. 

More recently the analytic philosophers, such as D. J. 
O'Connor, have emerged on the scene and have concerned 
themselves with problems in education. Although analytic phi- 
losophy may be called a "school of thought," it does not ad- 
vocate a system of philosophy. Instead, it repudiates systems 
of philosophy. Analytic philosophers strongly contend that 
truths about human experience and the universe cannot be 
discovered by philosophical intuition or speculation. They 
question the idea of a logical unity of truth, goodness, and 
beauty. Within the analytic school of thought there are nu- 
merous differences of opinion. Some stress informal logic and 
common language, while others are chiefly concerned with 
symbolic logic and philosophy of science. Analytic philos- 
ophers do seem to agree on one thing, and that is that the 
function of philosophy is to clarify. This can be done by and 
through philosophical analysis (logical and linguistic) of what 
men say and write (statements, sentences, or propositions). 
These statements can be clarified, made meaningful, or ex- 
posed as nonsense. They maintain that language does not give 
us a true picture of reality, and they prefer to deal with the 
problems men face one by one. Since analytic philosophy is 
devoted to the clarification of language, one philosophizes 
about almost anything. This being the case, the analytic phi- 
losopher has, on occasion, turned his attention to education. 
He hopes to develop some defensible statements about educa- 
tion. He plans to do this by analyzing the language used by 
most educators, i.e. “needs,” “real experience,” “lifelike situa- 
tions,” etc. Finally, he hopes to provide some models, to state 
criteria for establishing meaning and verification, and in gen- 
eral to “unsnarl the logical and linguisitic tangles in pedagog- 
ical knowledge.” 
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These three illustrations should serve to warn those who 
try to understand philosophy of education that it would be 
wise to proceed with caution. Except in the most general way, 
what philosophy of education is to one philosopher is not 
philosophy of education to another. The safest thing to do 
when studying philosophy of education is to seek to under- 
stand what each writer means when he philosophizes on mat- 
ters educational. 

In order to do this, one needs to keep several suggestions 
in mind. Look for the presuppositions, explicit or implicit, that 
underlie the philosophy of each writer. It is well to remember 
that usually these will fall into three groups: Metaphysical pre- 
suppositions are statements about first principles, descriptions 
of ultimate reality, opinions about the origin and nature of the 
universe, and beliefs about the nature of man; such presupposi- 
tions are especially noticeable in the work of some philoso- 
phers, less so in others. Epistemological presuppositions are 
closely allied with those of metaphysics, and deal with the 
origin, nature, method, and limits of knowledge. Axiological 
presuppositions are statements about value, and are especially 
significant so far as education is concerned. All our educational 
objectives, for example, appear to be value judgments. In some 
instances the student may not find presuppositions explicitly 
stated. In these cases, they may lie under the surface of an 
argument, remaining implicit, and may have to be discovered 
by pausing to read between the lines. 

Be alert to the justifications for presuppositions. Is there 
a basis in fact for what the writer has to say? Or are his argu- 
ments unsubstantiated and nakedly dogmatic? Examine the 
writer's arguments to see whether they follow from his presup- 
positions. Discover the implications and recommendations for 
education. Finally ask, “What is there in this man’s work that 
should cause me to rethink my own position?” One does not 
have to accept everything an author recommends; neither does 
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he have to reject all of it. He may seek to maintain a foot in 
one philosophical camp, but reserve the right to borrow from 
whomever he studies. He may wish to be an eclectic, selecting 
from one position a point and from some other position still 
another point, but never committing himself to any particular 
philosophy. Some may wish to identify themselves with one 
philosophy and reject all others. A student is entitled to do 
this, but he should recognize that most philosophers are agreed 
that THE TRUE PHILOSOPHY has not been constructed and is not 
likely to be developed in the forseeable future. 

The readings in this part deal with the function of the 
philosophy of education, the growth of interest in philosophy 
of education, and the dangers in discipleship. 

In Chapter One, Professor Ducasse suggests that there are 
three fundamental questions on which the philosophy of edu- 
cation can throw light. What is the cosmic destiny of man? 
Why do human beings need formal education as well as in- 
formal education? What is the nature of man? Professor 
Ducasse then considers the chief dimensions of education, rest- 
ing his considerations upon certain presuppositions concerning 
the nature of man. 

In Chapter Two, Professor Brubacher suggests that the 
increased interest in philosophy of education in this century, 
and especially since 1920, has been due to the rise of progres- 
sive education and the writing of John Dewey. It should be 
noted that Brubacher indicates how even the progressives have 
broken into three groups: the romantic, the sober, and the 
social planners. 

In Chapter Three, Professor Kircher warns against the 
dangers of discipleship and the cry for one philosophy. 


CHAPTER 1 


What (an Plilosophy 
Contribute to 
Educational Theory? 


C. J. DUCASSE 


C. J. Ducasse (July 7, 1881—) was born in Angou- 
léme, France, but he earned his A.M. degree at the University 
of Washington in 1909 and his Ph.D. three years later at 
Harvard University. Upon completing his graduate training 
at Harvard, he returned to the University of Washington as 
an instructor. He became assistant professor of Philosophy in 
1916, and was advanced to associate professor in 1924. In 1926 
he accepted a position at Brown University as associate profes- 
sor of Philosophy. He became professor of Philosophy in 1929 
and head of the Department of Philosophy in 1930. He served 
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as acting dean of the graduate school from 1947 to 1949, and 
became professor emeritus in 1958. 

Professor Ducasse has lectured during the summer ses- 
sions at such well-known universities as California, Michigan, 
Chicago, Cornell, and Columbia. He has been elected presi- 
dent of a number of learned societies, including the Associa- 
tion for Symbolic Logic (1936-38), the American Philosophi- 
cal Association, Eastern Division (1939), American Society for 
Aesthetics (1945), and the Philosophy of Science Association 
(1958-61). His published works include Causation and the 
Types of Necessity; The Philosophy of Art; The Relation of 
Philosophy to General Education; Philosophy As a Science; 
Art, the Critic, and You; Nature, Mind, and Death; A Philo- 
sophical Scrutiny of Religion; and A Critical Examination of 
the Belief in a Life After Death. Professor Ducasse has con- 
tributed articles to such well-known professional journals as 
The Philosophical Review, Mind, Synthése, Philosophy of 
Science, The American Scholar, Revue Internationale de 
Philosophie, The Review of Religion, and the Centennial 
Review. 

"What Can Philosophy Contribute to Educational 
"Theory?" was delivered at a symposium on philosophy and 
education held at Northwestern University during the sum- 
mer of 1958.* In this paper he suggests that, so far as philoso- 
phy has practical value, this “. . . consists in making clear 
what, in given circumstances and on the whole, is the best use 
to make of such powers as one happens to have, or what is 
the best means to employ, out of several at one's command, 
in order to achieve a chosen end." 


— oeo 


*C. J. Ducasse, “What Can Philosophy Contribute to Educational 
Theory?” Harvard Educational Review, Vol. XXVIII, No. 4, Fall, 1958, 
pp. 285-297. Used by permission of the author and Harvard Educational 
Review. 
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The question selected as topic of the present symposium 
has ultimately in view, I take it, a state of affairs which is not 
exactly new, but which for a number of reasons has in recent 
times exploded into public notice. What I refer to is the 
of irresponsibility, fads, vested interests, and inefficiency 
which exists in various degrees and at various levels in Ameri- 
can education today. Hardly a week now passes without some 
book or article appearing that asks why Johnny can't read, why 
Mary can't count, or more generally why our educational in- 
stitutions turn out so large a proportion of uneducated and 
undisciplined young people. Our problem is then specifically 
what practical contribution philosophy can make to the urgent 
task of bringing intelligent order, responsibility, and efficiency 
into that chaotic educational situation. 


1. The Equipment Required for Responsible Educational 
Reform. Discernment of the answer to this question will be 
easier if we first list the rather obvious items of equipment re- 
quired for performance of a task of educational reform. 

The first of them consists of adequate knowledge of the 
existing state of affairs in our educational institutions; and a 
second, of likewise adequate knowledge of the social, political, 
and economic conditions under which ones or others of these 
institutions actually have to operate. In the third place, powers 
of action are needed, sufficient under those conditions to put 
into cffect the reforms that come to be judged desirable. 

And a fourth item consists of a responsible conception of 
what education is, and of the functions it ought to perform at 
each of its various stages, in each of its possible dimensions, 
and for what classes of persons. For only in the light of such a 
conception is responsible judgment possible concerning the 
defects and merits of the existing state of our educational in- 
stitutions, and concerning the specific changes that would 
make them function more satisfactorily than they now do. 
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2. Nature of the Practical Utility Peculiar to Philosophy. 
Evidently, the last of these four items of equipment is the 
only one philosophy can contribute to the reform of educa- 
tion; and, that only philosophy can contribute it becomes 
evident too when one bears in mind that whereas the practical, 
utility of the natural sciences, in so far as they have any, con- 
sists only in the power they give man to predict or to control 
the course of events; the practical utility of philosophy, on the 
other hand, when it has any, consists in the power it then con- 
fers on man to use wisely and responsibly, instead of foolishly 
and arbitrarily, such powers of prediction or of control of 
events as he happens to have on given occasions. That is, in 
so far as philosophy has practical value, this consists in making 
clear what, in given circumstances and on the whole, is the 
best use to make of such powers as one happens to have, or 
what is the best means to employ, out of several at one’s com- 
mand, in order to achieve a chosen end. 


3. Some Fundamental Problems of the Philosophy of 
Education. What then, more specifically, are the fundamental 
questions on which the philosophy of education can throw 
light, and thereby provide the broad perspective necessary 
for wise instead of doctrinaire or emotional evaluation of given 
educational practices or of proposals for the reform of our 
educational institutions? 

One such question, and one that indeed overarches all the 
others, is that of the cosmic destiny of the individual and of 
the significance in the light of it of his life on earth. Does its 
brief duration comprise all there is to the life of a man? Or 
are those few years, as the majority of mankind has always 
believed, only a small part of his total life but a part that deter- 
mines the nature of all the rest? Obviously, the orientation 
appropriate for education in the latter case might be very 
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different from that which might recommend itself in the 
former. 

Today, unfortunately, man’s post mortem destiny, if any, 
is for us not a matter of knowledge but only of faith. That is, 
a variety of opinions about it exist, but none of them is defi- 
nitely verifiable or confutable by us now. We may believe or 
disbelieve one or another of them, but we just do not really 
know. For on the one hand the facts alleged to show that 
man’s consciousness survives the death of his body are few and 
appear possibly open to a different interpretation; while, on the 
other hand, the allegation sometimes met with that science 
has proved a life after death to be impossible turns out on 
examination to be based either on a definition ad hoc of “‘life” 
exclusively in physiological as distinguished from psychological 
terms, or else on the materialistically pious but hazardous 
speculation that since some psychological states have physio- 
logical causes, no psychological state at all is possible without 
some physiological cause. 

Thus, because the question as to man’s ultimate destiny 
is not conclusively decidable by us now, I shall in what fol- 
lows confine myself to questions that relate to man’s life be- 
tween birth and death and that, with the powers of observa- 
tion and of reason man now possesses, he can investigate. 

The first of those that are relevant to our present purpose 
is what, in the most general sense it is, “to educate”; and how 
educating is related to instructing, to indoctrinating, and to 
training. 


A second question is why human beings need artificial 
education, in addition to the automatic education they gain 
from their experiences. 

And a third question concerns the nature of this being, 
called Man, who is to be educated. That is, just as in the case 
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of a physical object we speak of length, breadth, and depth as 
its three dimensions, so here we must ask what are the several 
dimensions of the nature of man, along any one of which his 
education may proceed, and along all of which it must proceed 
if it is to be education of the whole man. Also, what is the rela- 
tive importance of each, for what classes of persons, and under 
what circumstances. 
Let us consider those three chief questions in turn. 


4. Education, Instruction, Training, Indoctrination. The 
first asks what exactly it is, "to educate.” Etymologically, to 
educate is to lead out or bring out; and that which is to be 
brought out and developed can only be capacities that man 
has but that remain more or less dormant or embryonic until 
something acts upon him that awakens, nourishes, and exer- 
cises them. 

Among the capacities or potentialities latent in man, 
however, some are good and others bad, absolutely or relatively 
to the particular social and other circumstances under which 
he has to live. Hence we occasionally speak of education in 
crime, or in vice, and so on. But in most cases we mean by 
“education” development of capacities that are valuable, not 
pernicious; and it is with education in this narrower but more 
frequent sense that we shall here alone be concerned. 

The processes through which education takes place would 
seem to be mainly three: instruction, training and indoctrina- 
tion; and, in the last two of these, a substantial part is played 
by observation and imitation of what is observed, as well as 
by linguistic communication between teacher and learner. 

Etymologically again, to instruct is to build something 
in. Specifically, it is to build knowledge into the mind— 

nowledge of facts, relations, rules, laws, or principles of one 
kind or another. Instruction is thus the process that incor- 
porates information into the mind. Training, on the other 
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hand, is the process of imparting to someone the skill to per- 
form some operation or set of operations whether mental or 
physical, and whether acquisition of the skill is or is not ac- 
companied by understanding of the principles on which the 
operations depend. 

But, besides information and skills, there is need to insert 
into the individual also various sets of dogmas. These are be- 
liefs and allegiances as distinguished from knowledge, and 
they operate to shape the conduct, dispositions, and feelings 
of the person concerned in such manner that these will fit in 
with those of the persons with whom or among whom the in- 
dividual will have to live. 

The process of thus implanting dogmas constitutes in- 
doctrination rather than instruction. Hence we distinguish 
religious indoctrination, civic or political indoctrination, or the 
indoctrination of military personnel, from the imparting of 
information about religion, civics or politics, or military mat- 
ters. Indoctrination takes place mainly through the psychologi- 
cal process called suggestion, which essentially consists in 
getting beliefs into a person’s mind in one or another manner 
that by-passes such powers of critical judgment as he may 
have and thus insures automatic acceptance by him of the 
belief concerned; whereas in instruction the process employed 
is that which may comprehensively be called submission of 
evidence—including thereunder the calling of attention on the 
one hand to facts, and on the other to the inferences which 
the facts warrant. 

Indoctrination, then, rather than instruction, is what 
psychologically adapts the child to—as distinguished from 
only informing him about—the social context in which he 
lives. This social context consists of the beliefs, customs, and 
allegiances—whether these be in fact foolish or wise—that 
actually are those of the community of which he is a mem- 
ber. 
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5. Man's Need of Education. We come next to the ques- 
tion of man’s peculiar need for education. It arises from the 
fact that, among all the animals, he is perhaps the one most 
ill-equipped with instinctive mechanisms for dealing with his 
environment. Many living things are ready to fend for them- 
selves from birth; and in many others that have a period of 
helpless infancy the mechanisms they need for adult life are 
soon gained as a matter of growth, rather than by learning. 
Man, on the other hand, not only has a long period of de- 
pendent infancy, but in him the ability which he later gains 
to take care of himself is, much more than in any other 
animal, a matter of education rather than of maturation of 
instincts. He is the most plastic and teachable of all the ani- 
mals, but he is also the one most in need of teaching. 

The teaching he gets, however, is in some directions and 
in some degree automatic rather than deliberately instituted. 
In the natural course of his life, each of us meets experiences 
he had not set out to scek; learns lessons he had not set out to 
learn and which no one else had planned to have him learn; 
and develops abilities which the immediate needs of his situa- 
tion call for, but which neither he nor anyone else had de- 
signed that he should acquire. 

But as compared with the development that can be 
brought about in a man designedly, the development that 
would come unaided simply out of the pressure of events 
would ordinarily be very limited; and man is never content 
with only this. Perception by him of the need of his fellows, 
and in particular of his children, for education, motivates him 
to undertake it. In primitive tribes as well as in our society, 
each generation has a conception, based partly on experience 
and partly on tradition blindly accepted, of things the next 
generation should learn, of powers and skills it should acquire, 
of experiences it should undergo, and of beliefs it should 
harbor. Each generation accordingly takes steps specifically 
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intended to make the children acquire the equipment and 
develop the abilities it regards as desirable. Such education 
may therefore be described in the words of C. H. Judd as “an 
attempt on the part of the adult members of a human society 
to shape the development of the coming generation in accord- 
ance with its own ideals of life.” 

In primitive tribes, where individualism is not encouraged 
and indeed hardly allowed, the whole of education would be 
covered by this definition. But more advanced societies recog- 
nize the desirability of providing opportunities for the cultiva- 
tion of individual gifts, and for the development of man as a 
free human being rather than as only a cog in the social ma- 
chine. Enlightened societies assume that—again in Judd's 
words— "the best forms of communal life will be fostered by 
an education which regards social activities as a necessary 
medium for the development of the higher stages of individual 
life rather than as something to which the claims of individual 
development must be subordinated.” (Italics supplied. ) 

But, besides the educating of others, whether children or 
adults, there is also such a possibility as self-education. An in- 
dividual can take into his own hands his education in certain 
directions or beyond certain points, and can thus unfold in 
himself, as an individual, capacities which society makes little 
or no attempt to develop in its members either because it lacks 
the means to do so or because it attaches no great value to their 
development. Among all the animals, man seems to be the 
only one capable of observing himself and curious of doing so. 
He is the animal that looks at himself in mirrors—whether 
physical mirrors, or the mental mirror called reflection. And 
what he finds when he does this seldom pleases him altogether. 
Man is thus the animal capable of self-criticism, and hence 
of self-improvement. As Nietzsche and before him Epictetus 
pointed out, man is the animal who is forever ashamed of 
himself. He is incurably an idealist—dissatisfied not only with 
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external things as they are but also with himself as he is, and 
ever striving to improve both. 

To the question, “Why educate?,” the answer which man 
returns when he observes himself and his fellows is thus that 
each and every man is more undiscerning, ignorant, blunder- 
ing, clumsy, uncouth, insensitive, undiscriminating, callous, 
weak, unhealthy, foolish, undisciplined, unjust, unskilled, 
selfish, miserable, and so on, than he need be; and that these 
shortcomings all stand squarely in the way of the happiness 
of himself and his fellows. Man recognizes this at first dimly, 
but more and more clearly as his development progresses; and 
with realization of it grows the importance he attaches to 
education. The sufficient justification for education is thus 
ultimately the same as for every other justifiable human inter- 
prise—namely, to decrease the wretchedness and the suffer- 
ing that affect sentient beings, to promote their welfare, and 
to raise them to levels of greater and more secure happiness 
and beneficence. 


6. The Dimensions of the Nature of Man. I come now 
to the third of the main questions listed at the outset—that of 
the nature of this being, Man, in whose education we are 
interested. 

Many have been the attempts to say what man essentially 
is. Some trait or capacity possessed by no other animal often 
has been picked out as constituting the very core of man’s 
being. The capacity for self-observation and self-criticism, 
which we have just noticed, was what Nietzsche had in mind 
when he said that man is the animal with red cheeks—that is, 
the animal alone capable of the blush of shame. Again, man 
has been described as the animal endowed with reason; and 
on this account he has been called homo sapiens. And, if 
rationality is his essence, it has sometimes been held to follow 
that his feelings and emotions are then accidents, or even 
diseases of his reason. But it has also been contended that 
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man’s very core consists rather of his will—of his impulses, 
desires, cravings, purposes; and that his cognitive powers are 
—to use Schopenhauer’s metaphor—but a light, which his 
will has kindled to illuminate its way. Again, man has some- 
times been conceived as being not essentially an individual, 
but rather a member of a society; that is, really but an organ 
—a cell, as it were—in a greater, inclusive organism; his im- 


portance or significance being then only or mainly derivative 
rom something ex imself. 

But the conception of the nature of man which I would 
advocate is more inclusive than any of these. It proposes to 
regard the cognitive powers of man, his emotional capacities, 
his impulses and volitional capacities, his physical powers, 
his need of and capacity for membership in a society, and so 
on, as so many aspects or dimensions of his nature. This is to 
say that man's essence is not simple, but consists in the com- 
plex of these various ingredients. They are present in differ- 
ent proportions in different men, and in some men a particu- 
lar one of these ingredients—for example, his cognitive powers 
—may come to occupy a ruling position, to which the other 
parts of his nature are then subordinated. But they remain 
parts of him nonetheless—parts which have a role to play in 
the total economy of his life. Education therefore is not to 
ignore them or suppress them. Its task, rather, is to foster their 
development in the appropriate measures, and to integrate 
them; that is, to weave them together into an organic unity. 
This conception of the nature of man, although not iden- 
tical with that of Plato, is nevertheless of the same general 
type. 

What I now propose to do is to consider in turn the chief 
dimensions of education. They will correspond, of course, to 
those of man's nature. 


7. Intellectual Education. 1 begin with what ordinarily 
first comes to mind when education is mentioned, namely, 
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intellectual education. It is the sort of education to whid 
schools, colleges and universities have mainly been instru 
ments, and for which they are the main instruments. It is edu 
cation of man in the dimension of his nature which consist 
in knowing and thinking. S 

One occasionally hears it said nowadays in connectio 
with education of this kind that it does not matter much 
whether a man acquires any particular stock of information, 
and that the important thing is that he should learn to think 


and develop intellectual initiative and the capacity for in 
pendent intellectual exploration. However, I believe this is 


an extreme view, excusable at all only as a reaction against 
opposing extreme which conceives intellectual education as 
chiefly the learning of a lot of facts. 
To me, the truth seems to be that, for each age and place, 
there is a minimum amount of information cach individual 
ought to have, and it would be a very good thing if he should 
have much in addition to this minimum. For, lacking this, he 
(s in life much like a man in a wilderness without a map OF 
compass. His sense of direction, of the resources available to 
him, of the tasks he should undertake, of the nature of his en- 
vironment, and so on, is then limited strictly to the relatively 
small area about him that he can personally explore. I the 
fore believe that the education of man ought to include ac 
quisition of as large and diverse a stock as possible of what E 
like to call map knowledge or surface snowledge. It is knowl 
edge in breadth, not in depth. To seek it is, as the phrase goes, 
to seck to know something about everything. 
The complement of this, of course, is in the correspond- 
ing phrase, the attempt to know everything about something; 
or, more literally, to gain knowledge detailed, precise, and 
thorough about some things. A certain amount of such knowl- 
edge in depth is as necessary as is knowledge in breadth; for | 
after all each mind—however much in need of a map where- 
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with to orient itself—has a home ground of its own; and, for 
the work it has to do there, knowledge merely superficial would 
be of little use. 

But although acquisition of a stock of knowledge of both 
the kinds mentioned is an indispensable part of intellectual 
education, it is neither the whole of it nor its most intimate 
and abiding part. The latter consists rather in development of 
the intellectual powers; for example, the power of objective 
and careful observation and of precise and logically ordered 
formulation of what has been observed, and of any ideas one 
may have about it. Again, the power of rigorous inference; 
practical grasp of the nature of experimental procedure; the 
habit of verification; the ability to read understandingly and 
critically; and development of the intellectual independence 
and initiative which consists so largely in the capacity to think 
of questions not before raised about matters already familiar. 

These are mental powers as distinguished from the mental 
furniture or material which information constitutes. These 
powers are developed only through exercise, and the process 
which exercises them is that of actually searching for knowl- 
edge. It is to the development of them that the maxim, “learn 
by doing,” properly applies. This maxim, however, is often un- 
thinkingly taken to mean that learning, in the sense not only 
of learning how but also of learning facts, is best done by dis- 
covering the facts for oneself. But this is of course not true. On 
the contrary, when important facts which it took hours or 
days or years to discover can be learned in a few minutes from 
the records handed down by their discoverers, it would be only 
stupid not to learn them in this easy way as far as possible. The 
ability to learn from others is one of the most valuable a man 
can have; for, as Franklin remarked, “experience [that is, 
personal experience] keeps a dear school; yet fools will learn in 
no other.” 

These remarks on the specific range within which the 
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educational catchword, “learn by doing,” is valid, but outside 
of which it becomes silly, constitute an example of the kind of | 
practical service which philosophical reflection—insisting as 
it does on always asking where? when? why? and what for? 
—can render to education. Other sterotypes similarly calling 
for philosophically critical scrutiny would be “Democracy in 
education,” “Education for adjustment,” “The educational 
process should be made enjoyable,” and so on. In what follows, 
we shall have occasion to comment on some of them. 


8. Physical Education. From intellectual education, we 
may now turn to the education of other aspects of man’s 
nature. 

Irrespective of what we may conceive the relation to be 
between a man’s mind and his body, the fact remains that he 
does have a body, and that his body, like his mind, is capable 
of education. What physical education, viewed in terms of its 
contribution to a distinctively human life, should aim at is 
perhaps best suggested by saying that man’s body is the most 
useful of his domestic animals. It is the physical vehicle and 
basic implement of all the experiences and undertakings of 
his life on earth. Physical education should then aim to do in 
general for the body what the intelligent owner of a valuable 
horse would do for the horse. On the positive side, this would 
mean the establishment of physical habits conducive to health 
and to fitness of the body to do its work, and development of 
the versatility that renders the body quickly adaptable to the 
specialized physical tasks or situations which life may thrust 
upon it. On the negative side, physical education does not 
mean asceticism, but only restraint of bodily cravings or im- 
pulses within the limits compatible with health and bodily 
efficiency. It means also that such muscular development and 
agility as those of the fabulous Tarzan might be sensible 
ideals for apes, but hardly for civilized men. The justification 
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of athletic sports from the point of view of physical education 
is either, as in the play of children, development of bodily 
powers needed later; or, as in the play of adults, recreation and 
maintenance of valuable bodily powers that otherwise would 
atrophy. 


9. Vocational Education. Next to physical education a 
word should be said about vocational education; but only to 
point out that it is not education of any specific aspect of hu- 
man nature, but is essentially development to a high degree 
of efficiency of such of a man’s capacities as relate to the 
particular vocation he proposes to follow. ‘These capacities 
would be physical ones in the case of a vocation, such as an 
acrobat’s, dependent chiefly on bodily agility, strength, or 
dexterity; but, for diverse vocations, the capacities to be devel- 
oped would be of corresponding diversity. 


10. Education in Social Dexterity. There is a certain hu- 
man capacity, the educating of which is of considerable im- 
portance to man simply as a social being; that is, in his relation 
with his fellow men. It is difficult to find a suitable name for 
the dimension of education I am referring to, but it may per- 
haps be called education in manners, or more comprehen- 
sively, education in social dexterity. It is education of an ability 
usually well developed in politicians, but valuable equally out- 
side of politics; namely, the ability to deal effectively with 
other human beings as they are, in the variety of relations one 
may have with them—the ability to make contact with them 
easily, to enlist their good will and cooperation, and to avoid 
antagonizing them. It is true that there are occasions when 
competing with others, or opposing them rather than getting 
along with them, is the task that faces a man; but even then 
the ability to engage the aid of third parties on his side stands 
him in good stead. 
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11. Education of the Will. Another dimension of educa- 
tion, about which in general little is said, was called education 
of the will by a French writer, Jules Payot, in a book which ap- 
peared a good many years ago, What he meant by that phrase 
was development of the capacity to make oneself do the things 
which one has the ability to do and desires to do. It is educa- 
tion in the overcoming of inertia, sloth, and procrastination; 
in perseverance, in firmness of purpose, in courage under diffi- 
culties, and in readiness to take pains and to take care. In 
short, it is education in the translating of dreams into deeds. 
How important this is, any teacher realizes who has seen 
highly gifted young men or women, for whom he anticipated 
a great future, sometimes get nowhere for lack of the capacity 
to make themselves come through with what they were capable 
of. 


12. Aesthetic Education. Next to be considered, and at 
somewhat greater length, is what in a broad sense may be 
called aesthetic education. It includes, for one thing, educa- 
tion of man’s capacity for fine discrimination in his sensory 
impressions. Concerning colors, shapes, tones, textures, odors, 
and flavors, it is possible to cultivate the ability to discern dif- 
ferences and other relations of which one was before un- 
conscious. Sensitivity to such relations is the very basis of what 
is called taste or aesthetic appreciation as concerns the various 
kinds of perceptible objects. 

But there is also such a thing as sensitivity and apprecia- 
tive discernment in matters of human relations. There we 
give to taste rather the name of tact. What it depends on, 
however, is not sensory discrimination but comprehensiveness 
of one’s horizon of acquaintance with the immense variety 
ai the subtle nuances of human emotions, sentiments, 
moods, ‘feelings, and attitudes. For the education of man in 
this dimension of his being, the most adequate formal instru- 
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ment consists of literary works—such as novels, poems, dramas, 
biographies—that depict diverse human characters in situa- 
tions of various kinds. Into these, the reader can project him- 
self in imagination and, losing for the time being his own 
identity, he can gain vicariously many experiences which he 
could neither obtain nor afford in his objective life. Moreover, 
although the situations depicted in those literary works are 
lived through by the reader only in imagination, nevertheless 
the feelings, sentiments, moods, or attitudes thereby generated 
in him are not imaginary but quite real for the time being, and 
may constitute emotional insights genuinely novel to him. 
But these insights, it must be emphasized, result not from 
reading about such literary works, or from dissecting their 
structure and history, but only from reading the works them- 
selves, and reading them in the manner which consists of in- 
tensely living through in imagination the situations they 
depict. 

A similar remark applies to the education of the sensa- 
tions. For it, the works of painters, of sculptors, of musicians, 
and of other creative workers in the arts and crafts, are the 
analogues of what scientific treatises are for education in the 
sciences. But development of sensitivity to subtle modulations 
of sensory qualities and of forms results, not from listening to 
discourses about the technique of art or from reading about the 
history of art, but from abundant, prolonged, intense, and 
diversified contemplation of works of art at first hand. This is 
said not to disparage in any way interest in the history of the 
arts, in the technical analysis of works of art, or in the lives of 
their creators, but only to emphasize that interest in these mat- 
ters is essentially intellectual, not aesthetic. It is intellectual 
interest in aesthetic objects; and this is very different from 
aesthetic interest in them—as different as, on the other side, 
aesthetic interest in scientific apparatus would be different 
from scientific interest in such apparatus. Aesthetic contempla- 
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tion is something radically different from intellectual curiosity. 
This greatly needs to be remembered by those who teach 
courses in the appreciation of the works of the various arts; 
for aesthetic contemplation is what is directly relevant to 
aesthetic appreciation; whereas historical and technical knowl- 
edge about works of art is at best an aid to aesthetic apprecia- 
tion, and at worst diverts one’s interest altogether from con- 
templation. 

If the term “aesthetic education” is to be taken in the 
broad sense I have proposed, it must then also cover the active 
side. It must include cultivation of the capacity to give ob- 
jective expression to one’s insights into the realm of sensations 
and sentiments; and this means development of the individ- 
ual’s latent artistic abilities. Great natural gifts in this direc- 
tion are of course as rare as in any other; but the capacity to 
express oneself in some art medium is no rarer and no more 
difficult to bring out than is the capacity to express one’s 
ideas in writing exemplified in, for instance, a freshman theme 
or a letter to a friend. If the capacity for artistic self-expression 
seems more wonderful, it is only because fewer persons as yet 
cultivate it. The truth, however, probably is that most of the 
paintings, music, poems, and other works of art created each 
day in the land are about on the same level of difficulty, or 
originality, or of merit as are most of the essays written by 
students in college. 

Much could be said concerning the human importance 
of aesthetic education. If art and aesthetic experience are 
thought by many persons to be at best of secondary moment in 
the life of man, it is I think chiefly because these persons 
tacitly but mistakenly assume art to be the sort of thing found 
only in art galleries, studios, museums, concert halls, or the 
like. The fact, however, is much rather that art and aesthetic 
experience are among men everywhere and at every moment, 
and have been so throughout the history of the race. In pro- ; 
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ducing objects of even the most practical utility, men have 
generally utilized more thought and work than is demanded 
simply for their practical function. In almost every case, much 
time, thought, and effort have been given also to the attempt 
to make the object pleasing to the senses. And the consumer 
willingly pays for this. 


13. Moral and Religious Education. But there are two 
other dimensions of education—namely moral education and 
religious education—on which, because of their importance, 
it might have been expected that I should have touched be- 
fore now. 

Many persons believe that religion is the indispensable 
basis of morality, but although this can, I think, easily be dis- 
proved, there is no doubt that a certain close relation often 
exists between them. For its specific nature to become evident, 
it is necessary first of all to have a definite idea of what each 
essentially is; and I shall approach this question through a 
teference to the contention of Plotinus that, in respect of 
spiritual worth, men can be divided into three classes. Some, 
he said, may be described as beasts among men; others, as 
men among beasts; and others yet as gods among men. But in- 
stead of three classes, I shall distinguish four, and describe 
each in less picturesque but more literal terms. 

The lowest class is that of malicious men. Malice is dis- 
interested evil-doing. A man is malicious in so far as he does 
evil not as a means to advantage of some kind to himself, but 
for the mere pleasure he finds in doing it, even perhaps some- 
times at some cost to himself. The terms “sadism” and “van- 
dalism” describe some of the manifestations of this trait. 

Next above the malicious man is the selfish man. He is 
the man who considers only what benefits him, and strives 
for it irrespective of what the cost of it to others may be. He 
does not seek to injure others nor to benefit them, but is quite 
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ready to do either if only it works to his own profit. He does 
not care what happens to others. 

Next higher in the spiritual scale is the moral or righteous 
man. He is the man whose rule in dealing with others is 
merely that of justice—or fair exchange or compensation. He 
is equally scrupulous to give others their due and to demand 
of them his due. He complies strictly with his obligations and 
expects others to do likewise; but he feels no impulse to do 
for others more than his obligations require, or to forgive 
them any part of what their obligations to him call for. His 
philosophy is simply that of the square deal. 

Duty, justice, or righteousness, in the sense just defined 
is what I shall here assume to be the province of morality as 
distinguished from generosity. Morality, as so conceived, is 
about as much as the laws of the land have generally attempted 
to codify. It has been the most that a man's fellows felt they 
had the right to require of him, but it has been also the least 
they expected of him, since the unrighteous, unjust, undutiful 
man is in so far a burden or a plague to them. Generosity of 
spirit is no part of righteousness, which, therefore, does not 
call forth love; but it rightly calls forth esteem and respect, 
for it is of great social value. Development of morality is there- 
fore one of the proper objectives of a total education of the 
individual. 

On the other hand, religious education, in so far as it 
concerns itself with man’s disposition towards his fellows, 
seeks to make him not merely just, but good; that is, freely 
benevolent. The good man is the man who, going beyond 
what merely justice or duty requires of him, is kind, merciful, 
compassionate, helpful. He is the altruistic man, the man who 
finds his own greatest happiness in bringing happiness to 
others or in promoting their welfare. He is the polar opposite 
of the malicious man. The latter does evil disinterestedly, for 
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the sheer love of it. The altruist, on the other hand, does good 
disinterestedly, for the sheer love of it. 

Cultivation in individuals, in social classes, and in nations, 
of the capacity to interest themselves benevolently and actively 
in the welfare of others is in our day perhaps the most urgent 
educational task. The education that undertakes it might be 
called education of the heart. It is this, I think, which great 
religious teachers such as the Christ and the Buddha were 
basically concerned to promote. The particular dogmas of the 
religions they founded are, from this point of view, significant 
essentially as premises for arguments in favor of brotherhood 
among men. Hence, by religious education, I mean in the 
present context not necessarily instruction in the scriptures 
or the beliefs of one or another of the historical religions of 
mankind; but, essentially, education of the heart—cultivation 
of altruistic feelings, impulses, and conduct, irrespective of 
whether this be done by means of indoctrination in the 
theology of a religion, or in some other way. 

In this connection, it is essential to remember that, as a 
person acts, so does he tend to feel. Hence, in the education 
of the heart, the first step is to get the person concerned to act 
beneficently—that is to do good to others—even if he feels 
no direct impulse to do so. Only in the act of doing good to 
others can one discover the happiness which resides in the 
very doing of it. Virtue, we are told, is its own reward; but, to 
discover the reward inherent in altruistic action, it is neces- 
sary first to act altruistically, that is, in ways that benefit 
others, even if, to begin with, one so acts out of pethaps re- 
motely egoistic motives, such as hope for a future life in a 
heaven. 


14. Liberal Education. We have now considered the prin- 
cipal aspects of human personality and the corresponding 
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chief possible dimensions of the education of man. When we 
come to drawing concrete educational counsels from these 
considerations, however, a number of empirical factors enter 
the picture. One of them is the fact that, even if all human 
personalities have all of the kinds of potentialities mentioned, 
a given man is always more highly gifted with certain ones of 
them than with certain others. This would, in any given case, 
influence decision as to which ones of those aspects we ought 
to select as the ones upon which to concentrate the major 
part of the limited time and educational resources available in 
the particular case. The fact that the time and resources to 
be devoted to a given person’s education are always short 
of what we might wish is thus a second empirical factor. What 
would in itself be desirable for the fullest development of an 
individual's potentialities is one thing; but what society, which 
ultimately pays in one kind of coin or another for his education 
and for his lack of it, can afford, is another thing. And what 
is to be done in each concrete case is necessarily a compromise 
between the two. 

Granting this, however, the counsels which would flow 
from the foregoing analysis of the generic nature of man, 
would be such, for example, as that the so-called “practical” 
aims, in education, should not be the only ones taken into 
account; that the success or failure of an education—or indeed 
of a life—should not be measured wholly or even mainly in 
terms of fruits of the conspicuous kinds, such as wealth, 
honors, position, power, popularity, or renown. Again, that 
the truly important thing about democracy is not that it per- 
forms the objective tasks of government better than could any 
other system—for this probably is not true—but that it is the 
one form of government which can in the long run automati- 
cally educate the citizen in social and individual responsibility, 
and which thus tacitly recognizes the fact that the most im- 
portant thing for him is not that he should be well governed, 
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but that he should have the opportunity to make his own 
mistakes and to gain wisdom from them. Again, that not only 
self-expression should be encouraged in the educational proc- 
ess, as has been the fashion in recent years; but also develop- 
ment of the capacity most men are even more likely to need 
throughout most of their life—namely, the capacity to do and 
to do well tasks which they perhaps do not like, but which are 
imposed on them by their own commitments or by the pres- 
sure of external necessity. 

The essential import of the point of view I have been pre- 
senting may perhaps now in the end be summarily put by 
saying that an education is humanly right in proportion as it 
is as liberal as the circumstances of the individual concerned 
permit. 

Essentially, liberal education is liberating education. It is 
not the education of men who are free, but the education that 
makes men free. More specifically, it is the kind of education 
designed to free man from his own ignorance, prejudices, and 
narrowness, by making him aware of them; it aims to give him 
a comprehensive view of the ranges of human knowledge, hu- 
man achievements, and human capacities; and to develop in 
him an appreciative insight into the typical values for which 
men live. That is, liberal education is education essentially 
for perspective; and the value of perspective is that it brings 
freedom of choice of aims, and of judgment. Such freedom 
consists in awareness of the alternatives there are to choose 
between. The man who knows but one course, or sees but one 
aspect of things, or appreciates but a limited range of values, 
has no choice or but little choice as to the direction he takes. 
Unaware of his own blind spots and prejudices, he is held by 
them in an invisible jail. The task of liberal education is to 


tear down its walls. 
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CHAPTER 2 


The Challenge to Phuilosopnze 
About Education’ 


JOHN SEILER BRUBACHER 


John Seiler Brubacher (October 18, 1898—), son of a 
well-known American educator, was educated at Yale, Harvard, 
and Columbia universities. He received the LL.B. degree from 
Harvard in 1923 and was admitted to the Massachusetts Bar 
in the same year, but he chose to forego the practice of law. 


* John Brubacher, “The Challenge to Philosophize about Education,” 
Modern Philosophies and Education, Chapter I, Fifty-fourth Yearbook of the 
National Society for the Study of Education. Chicago: Distributed by the 
University of Chicago Press, 1955, Part I, pp. 4-5, 8, 12-13. Copyright 1955 
by Nelson B. Henry, Secretary of the Society. Used by permission of the Na- 
tional Society for the Study of Education. 
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He took instead a position at Dartmouth College as instructor 
in Education. After one year in this assignment (1924-1925), 
he moved on to Columbia to teach and to study for the Ph.D., 
which he received in 1927. After serving as assistant professor 
in Education at Columbia during 1928, he took a position at 
Yale. There he has held the ranks of assistant professor (1928- 
1934), associate professor (1934-1936), and professor of the 
History and Philosophy of Education. Since 1948 he has held 
the chair of Reuben Post Halleck Professor of History and 
Philosophy of Education. 

Among his best-known writings are Modern Philosophies 
of Education, History of the Problems of Education, and 
Higher Education in Transition. He has edited a book of read- 
ings, Eclectic Philosophy of Education, and two yearbooks 
of the National Society for the Study of Education devoted to 
the philosophy of education. In the reading that follows, he 
sets forth the importance of philosophy in contemporary 
American education. 


What is the reason for this greatly augmented interest in 
educational philosophy? Perhaps the simplest answer is the rise 
of “progressive education" as a cause célèbre. At first, the 
newer educational procedures of this movement were a protest 
against the rather formal educational practices inherited from 
the nineteenth century. As the protest gained momentum, 
people began to see that the newer educational practices were 
not just an amendment to traditional practice but involved 
a fundamental departure from it. In the early phases of the 
movement, “progressive education" met no more opposition 
than the inertia of convention. While the progressive concepts 
had difficulty in overcoming this inertia in practice, the advo- 
cates of reform won easy victories over such opposition in the 
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field of theory during the 1920's. As theoretical victories led 
to more and more victories in the field of practice, the de- 
fenders of traditional and conventional education finally took 
pen in hand to defend their own practices and even to go over 
to the offensive to attack progressive education during the 
1930's. Then war intervened, causing an interlude in the strife 
of educational systems, and our whole energies were mobilized 
to resolve the international strife of political and economic 
ideologies. Now that there is an interlude after that war, we 
have returned to the conflict of educational ideologies again. 


Progressive Versus Traditional Aims In Education 


While aggravated tensions—political, economic, religious, 
scientific—are probably at the bottom of the proliferation of 
educational philosophies in the twentieth century, it should 
not escape notice that one philosophical endeavor to resolve 
these tensions is itself also a major cause of this proliferation. 
Except for the emergence of John Dewey and the persistent 
challenge of his pragmatism to every phase of contemporary 
education, it is unlikely that educational philosophy would 
have had anywhere near the rise to prominence it has had in 
this century. His writings were not only the inspiration for 
others who wrote in the same vein but, much more important 
for richness and breadth in professional literature, he pro- 
voked opponents of his view to make explicit a variety of 
philosophical defenses of traditional or conservative educa- 
tional practices which had only been implicit thitherto. This 
was particularly true of the Catholic position. 


The romantic wing of progressive education has attracted 
so much public attention, mostly unfavorable, that it has al- 
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most eclipsed the more sober and stable wing which drew its 
support largely from the leadership of John Dewey. Dewey, 
too, favored the activity program with its attendant pupil in- 
terest and freedom. But instead of grounding this program in 
a theory of child nature, he grounded it in his pragmatic theory 
of knowledge. Knowledge, he claimed, is the outcome of ac- 
tion. Confronted with a problem, an adult or child constructs 
in imagination a theory or hypothesis of how it might be 
solved. The truth or falsity of the proposed solution develops 
from whether or not the consequences of acting on the hy- 
pothesis corroborate it. Under such a regime freedom and in- 
terest are necessary conditions for selecting appropriate ends 
and means in solving the child’s project. The progressive in 
contrast to the traditional school, then, according to Dewey, 
allows the child freedom to engage in interesting activities, 
not just because the child’s active nature demands it (al- 
though that is important) but also because only by initiating 
activities and noting their consequences is an investigator or 
learner warranted in asserting when knowledge is true. 

In Dewey's conception of the progressive school, the role 
of intelligence is clearly instrumental. Taking his cue from 
Darwinian evolution, he regards human intelligence as a rela- 
tive latecomer on the world scene. Consequently, the school 
cultivates jntelligence as a tool to solve problems. This is very 
different from Aristotle and Newman, who would have educa- 
tion cultivate intelligence as an end in itself. For Dewey, tak- 
ing his cue further from Darwinian evolution, there are no 
final educational ends in and of themselves. The ends of edu- 
cation are always subject to further reconstruction in the light 
of an uncertain and contingent future. 

Not everyone has the talent, or what is more necessary, 
the economic leisure to join that stratum of society known as 
the intelligentsia which cultivates intelligence as an end in it- 
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self. Yet everyone can employ intelligence in the management 
of his daily affairs. In the one case, the cultivation of intelli- 
gence leads to the education of the few; and in the other, to 
the education of the many. Consequently, progressives claimed 5 
their educational philosophy to be more democratic than that , 
of the traditionalists. Both philosophies, of course, supported 
the idea of education for all, but they differed on the quality 
of the education to be so given. Thus, progressives further 
claimed that their more pupil-centered practices were more 
democratic than the teacher-centered practices of the tradi- 
tional school. 

With the coming of the great economic depression of 
the 1930’s, the romantic individualists in the “progressive- 
education" movement were severely taken to task for lack of a 
social orientation. Spurred on by the vital sense of direction 
fascist and communist education seemed to possess, many 
progressives turned social-planners and championed the notion 
that the school should take the initiative in bringing about a 
new social order cured of the defects of the present. The idea 
that progressive education should take a position in the van of 
social progress seemed entirely logical to many of its sup- 
porters. As a matter of fact, however, the left-wing group who 
captured “progressive education” for this cause received as 
much, if not more, unfavorable notice from the conservatively 
minded public as had the romantic individualists of the pre- 
ceding decade. The traditional school considered itself the 
creature of the existing social order, not the creator of a new 
one! iets 

Those who thought that the school should take a position 
of leadership in reconstructing the social order were in con- 
stant need of the protection of academic freedom. When the 
ship of state rocked violently to and fro during the depression, 
conservatives were afraid that progressive educators might 
rock it just the bit further which would cause it to founder. 
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CHAPTER 3 


Philosophy of Education — 
GDirective GDoctrine or 
Liberal CDiscipline? : 


EVERETT JOHN KIRCHER 


Everett John Kircher (January 29, 1906—) received his 
A.B. degree from the University of Wisconsin in 1931. He 
taught English for four years at the Appleton, Wisconsin, high 
school, during which time he received his M.A. degree from 
Ohio State University. With graduate work transferred from 
the University of Wisconsin and Teachers College, Columbia 
University, Kircher was awarded the Ph.D. degree at Ohio 


* Everett J. Kircher, “Philosophy of Education—Directive Doctrine or 
Liberal Discipline?” Educational Theory, Vol. V, No. 4, October, 1955, 
pp. 220-229. Used by permission of the author and Educational Theory. 
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State University, 1938, where he had been assisting Boyd H. 
Bode. He was then appointed assistant professor of Language 
Arts, University School, Ohio State University. In 1941 he 
went to Tulane University as associate professor of Education, 
returning to Ohio State as associate professor of Philosophy of 
Education upon the retirement of Boyd H. Bode in 1944. In 
1945 he went to Cairo, Egypt, as visiting professor of Educa- 
tion in the Graduate Institute of Education, and in 1947 he 
served as visiting lecturer at the University of Louisville. In 
1949-50 Kircher served one session as a consultant on Gen- 
eral MacArthur's civilian staff in Tokyo, Japan. Since 1955 he 
has held the rank of professor of Education at Ohio State 
University. 

Dr. Kircher has traveled and lectured throughout the 
United States and in several foreign countries. He has con- 
tributed to Essays in Educology, edited by Lowry W. Harding, 
and has a chapter in Teacher Education and Religion, edited 
by A. L. Sebaly, 1959. He is a contributor to Progressive Edu- 
cation and Educational Theory. His article in Educational 
Theory, “Philosophy of Education—Directive Doctrine or 
Liberal Discipline?” sets forth his belief that students of edu- 
cation should be introduced to a number of different philos- 
ophies of education rather than limited to one presumably 
tight one. 


—————— 


Like most cultures, American democracy has evolved to 
its present state without benefit of any single formal system of 
philosophy. This is not to deny that the philosophic mind has 
been present nor that the general character of our culture has 
benefited at one time or another from a rich diversity of both 
formal and informal philosophies. It is rather to deny that our 
culture has been self-consciously constructed along the lines 
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of any one comprehensive system of thought which was first 
theoretically formulated and subsequently actualized into a 
whole way of life. In other words we have not built our Amer- 
ican democracy deliberately according to any pre-selected sys- 
tem of philosophy. Conversely, modern Russia is an example 
of a culture in which it was belatedly decided to do just this. 

Marx was a philosopher with a disposition toward philos- 
ophy which has become more and more popular throughout 
the world. He was a philosopher who inclined to the notion his 
disciples wholly embraced that the discipline of philosophy 
could recover itself only if it largely abandoned its role as one 
of the liberal disciplines and became literally directive of hu- 
man affairs. Since the teaching of philosophy, like other of 
the liberal studies, has often been unimaginative and sterile 
and has failed to function as an intellectual leaven in our 
common culture, it was easy for him to conclude along with 
many another in other systems of thought that philosophy 
fell into either one of two categories. Either it was ivory tower 
and irrelevant to the moving concerns of men or it was an 
ultimate commitment, doctrinally conceived, and effectively 
directive of the practical affairs of the market place. Faced 
with these two alternatives, he concluded that philosophy 
should be changed from its esoteric status and be made to 
bake bread. Such a proposal was not only congenial to the 
Marxist reformers who followed him, it has been congenial to 
the academic reformer in America. The idea has intrigued us. 
Pre-planned systems in the large, theoretically formulated 
world views, inspire the imagination with a high hope. And 
reformers respond to the notion that a system of philosophy 
can be used as a reliable referent in the conduct of the con- 
fusing, inconsistent and conflicting forces of the human enter- 
prise. 

One in this mood looks at the social scene and asks what 
it adds up to other than over-all, meaningless and incoherent 
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confusion. One sees only a welter of disparate and conflicting 
social forces in the fields of religion, economics, and politics. 
One senses that the gods looking down from the Olympus see 
us running helterskelter like ants at cross purposes with one 
another in a state of endless frustration and conflict. What 
any culture and finally the world desperately needs, we are 
then told, is an overall system of thought, an integrating | 
world-view, which would establish a common purpose for 
mankind and mutually consi inate goals. Some 
all-comprehending philosophy within whose generous circum- 
ference men could find themselves at peace; a common way of 
life in which social forces were harmonized and the culture 
convincingly integrated is what is required. Then men would 

vénjoy a community of mind and spirit, social harmony would 
be approximated and the brotherhood of man would become 
a reality on this earth. Such is the philosopher's dream, and all 
it would take to realize this cultural millennium would be the 
long-sought discovery of the philosopher's stone. 

This is a noble dream which the over-agitated and the 
over-eager recurrently discover that they are destined to fulfill 
in reality. In other words, men who seek the philosopher's 
stone too expectantly soon find it. There is a compulsion in 
their quest which guarantees its premature discovery. And 
upon such an occasion they look down upon struggling man 
and know what he must do. This is where Hegel finally stood. 
It is where Marx stood. And it is where every philosopher- 
reformer is destined to stand who lays claim to the exclusive 
adequacy of his philosophy for any culture or for the world. 
This evil role in which knowledgeable man succumbs to the 
temptation to play God because he is surrounded by men 
without sufficient knowledge to controvert his system of 
thought does not pertain only to philosophies we have come to 
look upon as evil. It pertains alike to those philosophies we 
have come to look upon as good. The evil and the suffering 
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ultimately entailed derives from misrepresentation on the 
grand scale. Philosophic man presumes to an adequacy of sys- 
tematic knowledge that he does not have, and other men fol- 
low in an unwarranted faith eternally destined to disaster. 

Yet men in the large hold themselves perennially pre- 
pared to believe again that the philosopher's stone has been 
found. Consequently there is a social climate conducive to 
the notion that a philosophy of freedom has been found, a 
philosophy that is inherently not susceptible of subversion to 
evil ends. What is so alien to our thought is that the very claim 
to have found such a philosophy makes that philosophy inim- 
ical to human freedom. To claim that one has found the true 
or the ultimately adequate philosophy is to claim that one has 
found the philosophy of philosophies, that the philosophic 
quest in the large has been completed. The philosophy of Marx 
speculatively projected and creatively entertained would not 
have jeopardized the philosophic enterprise nor human free- 
dom on this earth. The Communist institutionalization of this 
system of philosophy as a wholly adequate world doctrine is 
the point at which the philosophic enterprise and all human 
freedom was cast into jeopardy. The evil is not inherently in 
the speculative system but in the disposition of those who 
would universalize it. It is therefore unfortunate that so many 
of us have been so preoccupied with the notion that the Rus- 
sian error was in the selection of a wrong philosophy that we 
have neglected to note their more fundamental error; namely, 
that they embraced the inhumanity of attempting to integrate 
their social order, and finally the world, in accordance with 
some one pre-planned and elaborately conceived philosophy. 
Their fatal error in judgment revealed itself in their uncom- 
promising conviction that a distinguished system of thought 
could be made so logically adequate that it could be put into 
practice without fundamental modification. Their error did 
not seem greater to them than ours does to us when we also 
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incline to the notion that a comprehensive and carefully con- 
ceived theory could be made reliably adequate to the conduct 
of human affairs. We too indulge, from time to time, in the 
unwarranted faith that the academic mind at its best is equal 
to the task of providing a system of philosophy that will prove 
itself adequate to the complex exigencies of fact. And the sys- 
tematic academic mind is understandably susceptible of this 
persuasion whenever reforming zeal runs high. Conversely, 
the creative and dedicated scholar is uniquely impervious to 
this profane presumption himself and always suspicious of it 
in the many varied forms it takes in others. 


Education and the One Philosophy 


There have been many theorists and some formal philos- 
ophers in the history of American culture who have period- 
ically proposed to involve us in the same error. It is the com- 
mon aspiration of theorists, and their recurring presumption, 
to have worked out a system of ideas that would adequately 
harmonize and integrate the American social order. It is to 
the credit of our own culture that it has largely resisted per- 
suasion in this matter up to the present time. Not only in the 
culture at large have we resisted the temptation to be wholly 
logical according to some one system of logic, we have largely 
resisted this temptation in the public school systems of the 
state, Consequently, our educational program shows neither 
the theoretical benefit nor the actual deterioration which 
would result from the adoption of the central doctrine of a 
one-philosophy state. In other words, public education in the 
United States is not, and never has been, conducted accord- 
ing to any one system of philosophy. It is significant to note, 
however, that it has become the prevailing mode of our time 
to lament this fact. The past generation of educational the- 
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orists have been at great pains to show that this has been un- 
fortunate in the past and promises to be disastrous in the 
future. We are told that the welter of prevailing philosophies 
and theories in conflict can logically result only in general 
confusion, cultural disintegration and the ultimate frustration 
of both the American teacher and the rising generation. To 
many academic minds intent upon effecting logical coherence 
and cultural integration, this is self-evident. 

Since it is the primary function of the intellectual to knit 
the disparate and disarrayed tag ends of things into clear and 
consistent meaningful wholes in every area of learning, noth- 
ing could be more natural than for each to envision the whole 
as finally organized, integrated and explained in terms of the 
generalized insights of his own distinctive philosophy, religion 
or academic discipline. Not only is this natural, to a certain 
degree it is inevitable, and there is a sense in which it is proper. 
It is proper as forever unfinished aspiration. 

The social and educational theorist is faced in a more 
dramatic way with the same paradox which faces every man 
and every culture. For his own sanity, he must hold to the 
somehow rightness of his own personal-intellectual point of 
view. He cannot be forever qualifying, denying and doubting 
himself. And yet, in any free society, and in the world at large, 
every man’s carefully intellectualized outlook on life is in fact 
qualified, denied or doubted by men and cultures of equal 
intellectual equipment and equal intellectual integrity. To 
believe in one’s self and yet to honor the person and the 
thinking of those who find it necessary to deny one’s own be- 
liefs, presents finite and inevitably biased man with a dilemma 
he does not have the cosmic mind finally to resolve. All extant 
theories for the resolution of this problem end in one more 
theory which attempts to persuade man that he actually is 
intellectually competent to resolve this dilemma after all. And 
the native presumption of men is always prepared to rise once 
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more and to believe again that a new device has been created 
that will allow him to transcend those limits of his finitude 
that it is not reasonable to believe he can surmount with any 
distinctive point of view or any unique system of logic. Indeed, 
to be distinctive and to be unique is to be other than other 
forms of distinction and uniqueness that forever rise to con- 
found the intellectual resolution of uniqueness. 

One must grant that there is no more adequate evidence 
of learning and personal culture than the progressive enlarging 
of one’s own understanding of the world from his own unique 
perspective. One's coherent distinctiveness is doubtless the 
greatest contribution one has to make to the world. But the all 
too human tendency to universalize this uniqueness and pre- 
sume to assimilate all relevant diversity into one inclusive per- 
spective, the fatal end toward which all systematic rationality 
inclines, fails to recognize the strategic limits of intellection 
and robs a diversity of men of the only real freedom in the 
world, the freedom to engage life with integrity each on his 
own terms. 


Growth of Any One Philosophy 


There is no open-minded philosophy in the sense that 
each often boasts that it is. No philosophy is open to other 
than its own assumptions, its own methods, its own distinctive 
pattern of meanings and, above all, its own ultimate propaga- 
tion. No philosophy frees a man in all directions for any or all 
assumptions or values. Every philosophy releases man into the 
full and generous arena of the only universe there is—the 
materialistic, the idea-istic, the realistic or the empirical—but 
the only universe there really is; and it is designed to explain all 
the others away. If there is anything characteristic of any sys- 
tem of philosophy, it is that it is sufficient unto itself. Of all 
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the things it logically does not need in the world, it is the con- 
flicting and denying assumptions and propositions of other 
philosophical systems. Or if it does need these, it needs them 
as the materials for its own assimilation and development. It 
needs them as the negative to its own positive, the error to 
demonstrate its own truth. It needs them as food upon which 
to feed, a process which results in the disintegration of the 
food and its assimilation into a growing body of thought which 
is designed to prevail through the disintegration of its op- 
position. 

Ina sense, a system of philosophy is like a cat in the forest. 
It grows by what it feeds upon and by transforming what it 
feeds upon into itself. It has no way of doing justice to other 
forms of life except from its own point of view. And from this 
point of view, other forms of life look like a means of growth 
and development for itself. Its promise of the good life to what 
it regards as lesser forms is a promise to assimilate them into a 
nobler structure that is more glorious in the sight of gods or 
men. Sometimes they are promised that this will be a painless 
transformation, Sometimes they are promised a special place 
of residence that will not do violence to their own distinctive 
form. And yet it seems to be the fact with both the organic 
system of the cat and the organic system of a philosophy that 
undigested foreign matter must ultimately be assimilated or be 
passed off, and this on pain of death. Regardless of high 
promises on the part of any system of thought to protect the 
distinctiveness of other organic forms within its own system, 
we would do well to recall that no matter how many birds a 
compassionate cat may eat, it never becomes more birdlike. 
Rather, it becomes a bigger cat. A philosophy lives upon the 
assimilation into its own organic system of the facts of life, the 
problems of men and the relevant aspects of all other philos- 
ophies. It is modified in this process but not in a way con- 
genial to the forms assimilated. 
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There is a fundamental sense in which all philosophies 
are, therefore, philosophies of growth. Each struggles to grow 
into a state of universal explanation of the only real world it 
acknowledges. Anything not yet assimilated into the organic 
structure of any philosophy leaves it still hungry and growing. 
Philosophies which would distinguish themselves as philos- 
ophies of growth have a doubtful distinction for they are as 
ungenerous in the large as any other philosophy. They are al- 
ways characterized by growth toward their own fulfillment 
through a disintegration of other logical forms and by a diges- 
tive process distinctively designed to this end. It is conse- 
quently the dilemma of all systematic intellection that it is 
carried on in such a way as to perpetuate its own distinctive 
form and proceed from its own perspective whereas it aspires 
to enfold a variety of forms and it wishes to appear inclusive of 
a wide diversity of perspectives. The implicit denial of this 
which occurs when any philosophy aspires to universalization 
and to becoming directive of a whole way of life sounds the 
knell of philosophic thought, makes a mockery of the liberal 
university and introduces into any culture the rational condi- 
tions for the denial of freedom to all who choose to define it 
differently from the prevailing rationale. 

In simple point of fact, a philosophy can no more afford 
to assimilate the total complex of life into its own system than 
a cat can afford to assimilate the total complex of forest life 
into its own system. For a philosophy to explain the world, 
and finally all other philosophies, a not uncommon presump- 
tion of comprehensive world-views, is literally to embrace self- 
extinction. The ongoing life of both philosophies and cats de- 
pends upon the continuing existence of other organic forms. 
In the case of the cat, these other forms must be both an 
abundance of birds and other cats. No matter how many of 
the former are consumed and the latter bred or killed in com- 
bat, cats die from this earth when they assimilate into them- 
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selves all that they prey upon, fertilize or engage in mortal 
combat. 

Remarkably similar observations can be made of integral 
and organic systems of philosophy. In order to keep healthy, 
vital and growing, they need what they commonly hasten to 
deny; they need an abundance of as yet unexplained prob- 
lems, aspects of the natural world and of the human enter- 
prise that they have as yet been unable to assimilate into their 
own organic structure. Moreover, they need cross-fertilization 
with other systems of philosophy which they commonly at- 
tack with the intention of annihilation. The perennial claim 
of exclusive adequacy for any philosophy is the expression of 
an unwitting presumption calling for the abandonment of the 
philosophic enterprise. Contests of explanation among the 
philosophies and creative engagements over the problems that 
beset us result both in health and procreation of a rich diversity 
of philosophies. But the determination, once and for all to win 
the field results in a declaration of war. The philosophic 
temper and intention is abandoned; and if the war is success- 
ful, the winner will have devastated the field in which he was 
wont to forage. Yet there are educational philosophers remi- 
niscent of such cats, for they leave the survival of the phil- 
osophic enterprise not to intention but to chance. Like the 
forest tom, many a philosophy would have annihilated the 
condition of its being except that it was not able to assimilate 
the whole field. 

We must conclude, therefore, that no system of philos- 
ophy, not even the presumed right one should be allowed to 
gain the uncontested status of being the exclusively adequate 
philosophy of free men. Freedom resides not in a system of 
philosophy but in the acceptance of a state of consciously 
maintained diversity which thereupon becomes a state of 
ethical diversity. In saying this, we have dealt only with the 
ought; no philosophy ought to aspire to universal and exclu- 
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sive adequacy. We may go on to say that any philosophy 
uniquely designed to guarantee freedom among men not only 
ought not be universally adopted, it probably cannot be uni- 
versally adopted. The complex enormity of the world appears 
to protect the philosophic enterprise from self-annihilation. 
There is just too much in the world for any one organic struc- 
ture to assimilate. Even in Soviet Russia the original Marxist 
philosophy has not only been grossly modified in process of 
Communist application but there is reason to believe that 
large and silent sectors of the people have never accommo- 
dated themselves to its fundamental assumptions. In the at- 
tempt to translate any one system of philosophy into a whole 
way of life, we are therefore confronted with an aspiration that 
not only ought not but cannot finally be realized. A very real 
evil and much suffering results from the attempt and the par- 
tial success that is attained. 

It is probably safe, then, to say that no philosophy has 
ever fully realized itself in any culture without fundamental 
compromise. Moreover, it is probably true that no formal sys- 
tem of philosophy has ever taken up unqualified residence in 
the life of any single man. A man, like a culture, is forever 
more than any theory about him. Each encompasses not only 
a logic but a mystery beyond the logic. Consequently, while it 
is apparently possible for both a man and a culture to identify 
themselves with some comprehensive rational theory, it is not 
possible for them to conduct their lives strictly in accordance 
with any such theory. The whole man is never encompassed 
by any rational theory but suffers unaccountable modification 
and growth out of the mysterious heart of him. Whether the 
intellectual system is Christian, Marxist or pragmatist, it ap- 
pears impossible to fulfill the theorist's dream and strategically 
or forcefully to actualize any formal theory either in the free 
society or in the totalitarian state. : 

There is, of course, some basis for believing that the in- 
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tegration of a social order in'terms of some one philosophy of 
life can be more fully attained in the totalitarian state. Cer- 
tainly this is widely assumed. Yet there is reason to doubt that 
the overt conformity to the state philosophy is expressive of 
the vital and living principles of that philosophy. It is doubtful 
if the philosophy lives as philosophy in the hearts and minds 
of those it appears to motivate and direct. Perhaps in such 
seemingly monolithic states philosophy is largely dead and 
only the philosophic skeleton remains to give the appearance 
of philosophic structure to the social body. In such cases, con- 
ventions, ritual, habit and formal directives take the place of 
action enlightened by philosophic principles. However this 
may be, no one philosophy can endure indefinitely in any cul- 
ture without stimulating alternative and conflicting systems of 
thought. The formal regulation of life according to some ra- 
tional system cannot finally bring about the stultification of 
the human spirit. It would therefore behoove us in all of mod- 
ern culture, but in the schools of the state particularly, to ask 
ourselves whether or not we are incorporating into our teacher 
training the assumption that one of the formal systems of 
philosophy in our time holds the promise of freedom for the 
human spirit. In other words, we must ask whether we ate 
openly or subtly imparting the notion that there is one wholly 
adequate philosophy of democracy. 


Development of Discipleship 


There is reason to believe that creative philosophers them- 
selves tend to divide on this issue even though the great ma- 
jority of them have long made the assumption that the free- 
dom and vitality of the philosophic enterprise depended, 
among other things, upon a rich diversity in philosophic specu- 
lation. Yet it appears that some philosophers are more content 
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than others simply to bring into being a new perspective on 
life for the general enlightenment of men. Others incline to 
the notion that they have conceived a theoretical formulation 
of such adequacy that it merits universal acquiescence. San- 
tayana was typical of the former and therefore finds it natural 
to say in the preface to his Skepticism and Animal Faith, 


Here is one more system of philosophy. If the reader is inclined 
to smile, I can assure him that I smile with him. . . . I think that 
common sense, in a rough dogged way, is technically sounder than the 
special schools of philosophy, each of which squints and overlooks half 
the facts and half the difficulties in its eagerness to find in some detail 
the key to the whole.! 


Conversely, Friedrich Hegel is widely known to have grown 
congenial to the notion that his dialectical system of thought 
finally led to the possibility of an ultimate synthesis on its own 
terms in the German state of his time. 

Between these two extremes there rests the great majority 
of philosophic minds about whose location on the scale we 
may only speculate. This much may be said however; the char- 
acter of some systems of philosophy appear to solicit follower- 
ship in ways almost too subtle to define. Others seem to effect 
the conditions which make discipleship next to impossible. 
Of the former, the disciples are characteristically unphilo- 
sophic and essentially doctrinal in their thinking. And one of 
the hidden sources of their power and of their cruelty is that 
they are oblivious to this fact. The doctrinal mind of the dis- 
ciple who is following the authority of a pre-fabricated system 
of thought finds what he calls freedom in this enterprise, and 
he would like to enroll as many others as possible into this kind 
of freedom. In speaking of his commitment he often refers to 
itas the philosophy of freedom. But the genuinely philosophic 
mind is of an entirely different order. It finds its freedom in 


! George Santayana, Skepticism and Animal Faith. New York: Charles 
Scribner’s Sons, 1923, p. V. 
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creating distinctive modes of thought out of the philosophic 
heritage and the occasion of its time. Former systems of 
thought are reconstructed rather than simply followed, imple- 
mented and applied. Any philosopher worthy the name is 
therefore the beneficiary of the philosophies of the past but 
never the victim of any one of them. 

The transition from the creative thinking which results in 
a system of philosophy to a doctrinal acceptance of the system 
is very subtle. One lives through the creative process with the 
original mind, knows the delight of an unfolding organization 
of thought and discovers life more richly meaningful than he 
had known it before. In this state of intellectual excitement 
it is a very great temptation to identify one’s self with the 
master and with his system of thought, envision one’s self as a 
co-partner in the evolution and the extension of his ideas and 
become a champion of his views. If one’s distinguished mentor 
is living, it is common to be desirous of his public approval and 
deeply enthralled by his expression of endorsement and affec- 
tion. The long struggle to be worthy of discipleship then fol- 
lows. The rewards for acceptance are very great, for the dis- 
ciple himself becomes an authority through his identification 
with an undeniable authority, Competition for favor among 
the disciples always sets in and much bitterness attends every 
followership. Among such disciples every face is turned to- 
ward the central philosophy; their teaching and discussion 
centers upon philosophy; they are primarily concerned with 
philosophy—and yet natively philosophic minds look upon 
them in wonderment, for the philosophic enterprise has mys- 
teriously been abandoned. A cult has developed, and the cult 
struggles in vain to fill the philosophic vacuity left by a great 
and seminal mind. 

Much good work is done by disciples and much necessary 
work but much evil ensues from the very deception that they 
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are philosophers who have inherited the authority that orig- 
inally attached to an intellectual enterprise of great scope and 
integrity. They do not know how to wear the authority, for 
their power stems from their commitment and their commit- 
ment denies them the privilege of fundamentally reconstruct- 
ing the philosophic source of their authority. Yet it was this 
privilege that kept the original philosophers free and philo- 
sophic. He was free to abandon or rebuild anything he con- 
structed; he was free to indulge in doubt about his most funda- 
mental premises; he was free to wonder about the adequacy of 
his system. Consequently, he was free to listen to other compet- 
ing and conflicting philosophies and, across the bridge of his 
wonderment and his doubt, meet other philosophic minds also 
stepping out to the precarious edge of their thought. He was 
free to join in the transcendent community known to all philo- 
sophic minds of integrity, the key to which is the qualified com- 
mitment to what one has rationally proved to be true and nec- 
essary. The qualified commitment to one’s own rational system 
and an unqualified faith in an undiscovered future or an un- 
known God that transcends systematic rationality—these are 
the conditions of the philosophers’ community of mind in the 
midst of their inevitably diverse rational systems. Yet these 
freedoms and this transcendence are characteristically what the 
disciple abandons. He is, therefore, not only not a philosopher, 
he is not free. He is the victim of his appropriated system and 
he is the uncompromising enemy of those systems of thought 
which are in conflict with his own. With him literal rationality 
takes precedence over the philosophic temper and the philo- 
sophic quest. He cannot say with Whitehead that at its best all 
philosophy becomes poetry. Refusing to admit poetic tran- 
scendence over literal rationality at the higher levels of insight, 
he wages unremitting war over literal and exact differences in 
doctrine. This is the common fate of the man who. goes 
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through life on the ultimate authority of another. And it is 
thus that he makes the transition from freedom to slavery 
through a philosophy of freedom. 


Dewey's Philosophy of Freedom 


One is constrained to believe that this is essentially the 
transition that has taken place between John Dewey, the phi- 
losopher, and many of his disciples. Their native presumption 
in the face of other social, religious and academic philosophies 
must derive from an essentially unqualified commitment to 
their naturalistic empiricism. The arbitrary denials of other 
philosophies of life can hardly mean other than that they 
really believe Dewey found the philosopher’s stone and passed 
it on to them. This allows them the presumption that their 
philosophy is different in the sense that it is the only truly 
democratic, the only truly adequate philosophy of freedom. 
Over the last generation unnumbered students have been 
given to believe that this philosophy is so exclusively adequate, 
in this sense so universally true, that a democratic society has 
no need to sponsor and teach other conflicting systems of 
philosophy. Consequently, in a largely Christian-Hebraic cul- 
ture, this nontheistic philosophy is commonly spoken of as 
THE democratic philosophy. It implies, we have been told, a 
whole Weltanschauung waiting for explicit realization which 
may properly be thought of as the only adequate conception 
of the democratic way of life. Yet what this turns out to be is 
the implementation of the formal philosophy of Dewey- 
pragmatism as a whole American way of life. Bode’s Democ- 
racy as a Way of Life? turns out to be naturalistic empiricism 
as a way of life, Such indirection on the part of one of the 


* Boyd H. Bode, Democracy as a Way of Life. New York: The Macmil- 
lan Company, 1939. 
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many formal systems of philosophy in American culture may 
„be strategic and persuasive among American teachers who are 
not philosophically oriented, but to many professional philoso- 
phers in the last generation it has appeared unwarranted and 
unwise. Indeed, it has appeared inimical to freedom in the 
name of freedom because the literal identification of freedom 
with one system of thought violates the most fundamental 
faith of free men; namely, that no one system of philosophy 
finally defines freedom in a culture which is dedicated to 
being inclusive of a diversity of philosophies speculatively 
entertained. 


Progressive education is the educational counterpart of 
the naturalistic philosophy of John Dewey, and probably 
William Heard Kilpatrick has been its most celebrated ex- 
ponent. Gentle, patient and persuasive, Professor Kilpatrick 
oriented himself steadfastly to this one philosophy of life and 
in a lovable, temperate, and compromising approach to all 
his teaching inclined untold thousands of teachers in our time 
toward a philosophy of life whose fundamental principles he 
has not compromised. The comprehensive statement of his 
position in his later years * reveals his steadfastness, his dedica- 
tion and his uncompromising philosophic commitment. The 
American teacher to whom the book is largely addressed is 
gently dissuaded from believing in other less adequate philo- 
sophical views with an artfulness and sincerity that can hardly 
offend them even when they wonderingly differ. But the 
philosophically astute who hold self-consciously to a Christian, 
idealist, or other system of philosophy may be offended by 
what they properly take to be caricatures of their philosophical 
positions. To them, this gentle man is an unfair partisan, and 
many of them are as gentle and liberal in the entertainment 


® William Heard Kilpatrick, Philosophy of Education. New York: The 
Macmillan Company, 1951. 
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of their views as he. Most of them are also unconditionally 
committed. And here we are confronted with the human 
dilemma again. How is a committed man to make good his 
boast of impartiality in the presentation of views contrary to 
the truth as he sees it? 


Some hold to the proposition, herein denied, that it is 
the distinguishing character of a certain system of philosophy 
that is uniquely impartial toward all philosophies. Some hold 
that their philosophy is inevitably biased toward all others 
but that they have the capacity to stand outside of their 
philosophy and present all the rest as sympathetically as their 
own representatives would. Still others incline to the notion 
that teachers in training can only get a fair presentation by 
the representatives of each position. There may be one more 
alternative. From time to time, there are teachers of history, 
and literature and of philosophy in the tradition of the liberal 
university who have no ultimate commitment relative to 
systems of thought. Such men present a variety of philoso- 
phies with the kind of sympathy which comes from genuine 
indebtedness to each and genuine reservations with respect 
to each. Such a teacher’s faith may be of another order. It is 
the faith of the pilgrim rather than the disciple. It is the com- 
mitment to the unending quest in which one’s way is enlight- 
ened by all systems of thought but not finally directed by any 
one of them. It is the commitment of the doctrinally uncom- 
mitted scholar. It is the faith of liberal learning in which the 
teacher knows more but learns with his students in a distinc- 
tive sense. For about one thing he does not finally know. He 
does not finally know what really is the best rationalized 
ultimate commitment for mankind even though he does 
know more than his students do about what man’s ultimate 
commitments have been and more of the arguments for and 
against them. In other words, he has much more knowledge 
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than his students do, but his knowledge has led him not to an 
ultimate dogma but to wisdom. And in a state of wisdom he 
discovers that, in all his knowledge, he does not finally know. 
It is the students' sense of this fact, when it is a fact that sets 
them at one with their teacher in ultimate wonderment. It 
is this fact that sets them free. And it is dedicated inquiry 
in this state of disciplined freedom through knowledge in 
which the liberal university at its best puts its final faith. 
Qualified commitment at all levels of knowledge may very 
well be the condition of ethical community in the free so- 
ciety. If so, such teaching would tend to extend it by example 
and by contagion. 


In contrast to the basic motivation of such men, there are 
those who incline to the conviction that a social order must 
be integrated along the lines of a comprehensively coherent 
system of thought. They ask that a philosophy be actualized 
into a whole way of life, that it become practical and directive 
of the human enterprise rather than merely enlightening of 
it. They ask that philosophy abandon its sterile role as one of 
the liberal disciplines, that it take up residence in the market 
place and that it become self-consciously the ideological cen- 
ter of reference for the culture. They are asking, in deference 
to practicality and their highest partisan hope, that philoso- 
phy abandon its liberal status for a doctrinal status. This has 
been the fundamental error of the pragmatist-progressive 
School of thought; namely, that they would rescue human 
freedom by substituting one philosophy of freedom for an- 
other, in this case the philosophy in which Dewey found his 
freedom. But they have forgotten to note that he found his 
freedom both negatively and positively—negatively, by not 
committing himself to any extant philosophy in his heritage, 
positively, by constructing his own system of thought out of 
this heritage and the occasion of his time. His is the kind of 
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freedom we honor and he took the only sure pathway to it. 
Thus must each philosophic mind and each generation hew its 
own freedom from the raw rock of life. 
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Q The Pragmatic Philosophy 
of Education 


Introduction to Part Two 


Pragmatism is an American philosophy originated by 
Charles S. Peirce and extended and enriched principally by 
the efforts of William James and John Dewey, but there were 
in Protagoras (481-411 B.c.) some of the same elements to 
be found in contemporary pragmatism. 

Charles S. Peirce (1839-1914) has been called the most 
versatile, profound, and original philosopher that America 
has ever produced.* The son of a Harvard mathematician, he 

* Philip P. Wiener (ed.), Values in a Universe of Change: Selected 


Writings of Charles S. Peirce, 1839-1914. New York: Doubleday Anchor 
Books, 1958, pp. 113-136. 
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was early initiated into the fascinating problems of mathe- 
matics, physics, and astronomy. He earned his bachelor’s and 
master’s degrees at Harvard, and was employed for a time as 
a physicist and an astronomer by the United States Coast 
and Geodetic Survey. For a while he was an instructor in 
Logic at Johns Hopkins University, but his classes drew few 
students and he was dropped from the faculty. He died in 
extreme poverty, and it is reported that there was no moncy 
for a decent burial. His widow sold his manuscripts to Harvard 
University for $500. 

Peirce had been interested in so many complex and diffi- 
cult subjects that he never took time to publish a book; he 
characterized his life as a “mere table of contents, . . . a very 
snarl of twine.” 

William James suggests that Peirce first formulated 
pragmatism as a doctrine in the article “How to Make Our 
Ideas Clear,” which Peirce published in Popular Science 
Monthly, January, 1878. In this article Peirce relates the words 
“doubt” and “belief” to the starting of any question “no 
matter how small or great.” He speaks of the indecision that 
arises in the mind as one debates whether to drop a nickel 
or five pennies into the container in a horsecar. Doubt arises 
from such indecision, and it is this doubt that stirs the mind 
to action. By reflection, some rule of action or habit is arrived 
at. “As it appeases the irritation of doubt, which is the motive 
for thinking, thought relaxes, and comes to rest for a moment 
when belief is reached . . . The final upshot of thinking is 
the exercise of volition, . . . belief is only a stadium of men- 
tal action . . .” Peirce's argument was that the only road to 
knowledge was the scientific method and that philosophy 
should imitate the sciences. AII knowledge had to be based 
upon experience, and verifiable knowledge was obtainable 
through observation and experimental testing. The concep- 
tions of a particular object exist only in connection with that 
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object, and the whole meaning of an intellectual conception 
resides in the practical consequences that follow from acting 
upon conception. The totality of the practical effects consti- 
tute the meaning of the conception. Thus, truth arises from 
experimental testing, and theories must be tested in prac- 
tice in order to discover their consequences. If an idea does 
not work out as it is supposed to, then it is false. Peirce went 
on to show that in the last analysis the test of ideas is a social 
test, that is, that the true idea is the one that is eventually 
agreed upon by an infinite community of observers. 

William James (1852-1910), the second of the found- 
ers of pragmatism, popularized pragmatism and demonstrated 
wherein it was a revolt against the traditional philosophies. 
He applied pragmatism to many realms of life, especially to 
those practical affairs of ethics, religious experience, art, sci- 
ence, law, government, and, of course, education. In all these 
realms he taught that our inherited ideas should be re- 
examined or tested to determine what consequences they 
were producing in action. It should be noted that James’ 
pragmatism was more individualistic than that of Peirce, even 
though he agreed with the former that ideas must be defined 
in terms of the difference they make. James’ influence was 
quite great on a number of Americans—Edward L. Thorndike 
and John Dewey, in particular. 

In the essay included in these readings it is well to no- 
tice that James maintains that the scope of pragmatism is, 
first, a method, and second, a generic theory of what is meant 
by truth. With regard to the first, he suggests that it is an at- 
tempt to interpret each notion by tracing its practical con- 
sequences. Pragmatism is shown to turn away from categories, 
first things, principles, and supposed necessities and to look in- 
stead toward consequences, facts, fruits, and last things. It is 
empirical. As a generic theory of truth, it holds that ideas be- 
come true “just insofar as they help us get into satisfactory 
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relations with other parts of our experience.” Note further 
the place of theological ideas in James’ discussion and his 
reference to instrumentalism when he speaks of the work of 
Dewey at the University of Chicago. 

John Dewey (1869-1952) began his philosophical career 
as an idealist, but he soon broke away from the “mentalistic 
and spiritual” aspects of idealism, although he kept some ele- 
ments of Hegel’s thought. He was greatly influenced by the 
work of Darwin, and conceived of man as an organism that 
lives in a constant state of transaction with the environment 
“of” which he lives. He early accepted the empirical and sci- 
entific assumptions of Peirce and James, and he extended 
their pragmatic theory of knowledge. He was likewise in- 
fluenced by his colleague at the University of Chicago, George 
Herbert Mead, who taught him to value the social concept 
of mind and self. 

It is, of course, impossible to summarize the main items 
in Dewey’s writings on education here, but the "laboratory 
habit of mind,” a term Dewey borrowed from Peirce, was the 
very center of his philosophy of education. 

Education, to Dewey, is the process of learning to inquire 
systematically by using the method of science, and its aim is 
to continue the educative process, because the existential 
situations constantly change and final answers are unavailable 
to man. Dewey referred to Colonel Francis Parker as the 
“Father of Progressive Education,” but it has been customary 
to pin this same label on Dewey himself. Yet, although Dewey 
was active in the progressive-education movement, it is incor- 
rect to say that he was in complete agreement with those who 
called themselves his disciples. One has only to read Experi- 
ence and Education to see the concern Dewey felt about some 
of the things that were going on in the name of progressive 
education. 

As Brubacher explained, the progressive-education move- 
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ment was divided into three camps. One of these was the 
Dewey camp, sometimes called “the sober wing” of the pro- 
gressive movement. (This group is represented here by the se- 
lections from Dewey.) Kilpatrick falls into the second camp, 
in spite of the fact that he considered himself in complete 
agreement with Dewey. A closer examination of Kilpatrick’s 
writing, however, indicates that he was in reality an exponent 
of the child-centered, activity-oriented camp, which placed 
considerably less emphasis upon reflection and subject matter 
than did Dewey.t 

The third camp may be called reconstructionism. This 
group of progressive educators began to form at the time of 
the Depression, and found in Dare the School Build a New 
Social Order? an expression of their concern for social issues. 
Brameld is the most prominent contemporary reconstruction- 
ist. The progressive movement collapsed soon after the Sec- 
ond World War, and one reason for the collapse was the 
schism that we have been discussing. The final reading in this 
section provides some insights into what may be the future 
of pragmatism in American education. : 

+ George Swimmer, “A Comparison of the Intellectual Development of 
John Dewey and William H. Kilpatrick with Implications for Differences in 


their Educational Theories.” Northwestern University, unpublished doctoral 
dissertation, 1957. 
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| 
| What ‘Pragmatism 
| Means: 


WILLIAM JAMES 


William James (January 11, 1842-August 26, 1910) re- 
ceived his liberal education through wide travel, tutors, and 
attendance at several American and European schools. At 
| eighteen he sought to establish himself as a painter, but, sens- 
| ing his limitations, he turned his attention to medicine. He 
i entered the Lawrence Scientific School, Harvard University, 
in 1861, remained until 1863, and entered Harvard Medical 

* William James, Pragmatism: A New Name for Some Old Ways of 
Thinking. New York: Longmans, Green and Co, 1907, pp. 43-81. Copy- 


right 1907 by William James. Permission to reprint granted by Paul R. 
Reynolds & Son, 599 Fifth Avenue, New York, N.Y 
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School the following year. He withdrew a few months later 
to accompany a scientific expedition to South America, but 
resumed his medical studies in the spring of 1866. A year later 
he went to Germany to study the language and experimental 
physiology. He returned to Harvard in November of 1868 
and received his medical degree the following June. Too ill 
to begin practice, he devoted himself to extensive reading. 
During this period he was deeply impressed by the writing of 
the French philosopher Renouvier, which led him to reject 
both theological and scientific determinism and to embrace 
free will. 

After he regained his health in 1872, he was appointed 
instructor in Physiology at Harvard College. Finding himself 
more interested in the workings of the mind, he shifted his 
teaching emphasis and became a professor of Psychology in 
1875. This seems to have provided him with new physical 
vigor. He began to write what was eventually published as a 
two-volume work in 189o, Principles of Psychology, which is 
often credited with representing the state of psychology in 
America at that time. Two years later he condensed this into 
a single volume, Psychology: American Science Series, Briefer 
Course, which became the countrys most popular textbook 
in psychology. In addition, he published Talks to Teachers on 
Psychology in 1899, which is recognized as a classic in educa- 
tion. However, James lost interest in psychology and turned 
to philosophy as an outlet for his abilities, becoming professor 
of Philosophy at Harvard in 1897. 

His study of philosophy inspired him to explore the na- 
ture and existence of God, the immortality of the soul, free 
will, the values of life, and the theory of method. His study of 
the theory of method caused him to prepare a series of lec- 
tures, delivered in Boston, which he later published as Prag- 
matism. Here he showed that an idea must ultimately be 
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judged by the fruits it bears, by its consequences. It is from 
this book that the following selection is taken. 


Some years ago, being with a camping party in the moun- 
tains, I returned from a solitary ramble to find every one en- 
gaged in a ferocious metaphysical dispute. The corpus of the 
dispute was a squirrel—a live squirrel supposed to be clinging 
to one side of a tree-trunk; while over against the tree's op- 
posite side a human being was imagined to stand, This hu- 
man witness tries to get sight of the squirrel by moving rap- 
idly round the tree, but no matter how fast he goes, the 
squirrel moves as fast in the opposite direction, and always 
keeps the tree between himself and the man, so that never a 
glimpse of him is caught. The resultant metaphysical prob- 
lem now is this: Does the man go round the squirrel or not? 
He goes round the tree, sure enough, and the squirrel is on the 
tree; but does he go round the squirrel? In the unlimited 
leisure of the wilderness, discussion had been worn thread- 
bare. Everyone had taken sides, and was obstinate; and the 
numbers on both sides were even. Each side, when I appeared 
therefore appealed to me to make it a majority. Mindful of 
the scholastic adage that whenever you meet a contradiction 
you must make a distinction, I immediately sought and found 
one, as follows: “Which party is right,” I said, “depends on 
what you practically mean by ‘going round’ the squirrel. If 
you mean passing from the north of him to the east, then to 
the south, then to the west, and then to the north of him 
again, obviously the man does go round him, for he occupies 
these successive positions. But if on the contrary you mean 
being first in front of him, then on the right of him, then be- 
hind him, then on his left, and finally in front again, it is 
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quite as obvious that the man fails to go round him, for by 
the compensating movements the squirrel makes, he keeps 
his belly turned towards the man all the time, and his back 
turned away. Make the distinction, and there is no occasion 
for any farther dispute. You are both right and both wrong 
according as you conceive the verb ‘to go round’ in one prac- 
tical fashion or the other.” 

Although one or two of the hotter disputants called my 
speech a shuffling evasion, saying they wanted no quibbling 
or scholastic hairsplitting, but meant just plain honest Eng- 
lish ‘round,’ the majority seemed to think that the distinction 
had assuaged the dispute. 

I tell this trivial anecdote because it is a peculiarly simple 
example of what I wish now to speak of as the pragmatic 
method. The pragmatic method is primarily a method of 
settling metaphysical disputes that otherwise might be inter- 
minable. Is the world one or many?—fated or free?—material 
or spiritual?—here are notions either of which may or may 
not hold good of the world; and disputes over such notions 
are unending. The pragmatic method in such cases is to try to 
interpret each notion by tracing its respective practical con- 
sequences. What difference would it practically make to any 
one if this notion rather than that notion were true? If no 
practical difference whatever can be traced, then the alterna- 
tives mean practically the same thing, and all dispute is idle. 
Whenever a dispute is serious, we ought to be able to show 
some practical difference that must follow from one side or 
the other’s being right. 

A glance at the history of the idea will show you still 
better what pragmatism means. The term is derived from the 
same Greek word zpáypa, meaning action, from which our 
words ‘practice’ and ‘practical’ come. It was first introduced 
into philosophy by Mr. Charles Peirce in 1878. In an article 
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entitled ‘How to Make Our Ideas Clear,’ in the ‘Popular 
Science Monthly’ for January of that year* Mr. Peirce, after 
pointing out that our beliefs are really rules for action, said 
that, to develop a thought’s meaning, we need only determine 
what conduct it is fitted to produce: that conduct is for us 
its sole significance. And the tangible fact at the root of all 
our thought-distinctions, however subtle, is that there is no 
one of them so fine as to consist in anything but a possible 
difference of practice. To attain perfect clearness in our 
thoughts of an object, then, we need only consider what con- 
ceivable effects of a practical kind the object may involve— 
what sensations we are to expect from it, and what reactions 
we must prepare. Our conception of these effects, whether 
immediate or remote, is then for us the whole of our concep- 
tion of the object, so far as that conception has positive sig- 
nificance at all. 

This is the principle of Peirce, the principle of pragma- 
tism. It lay entirely unnoticed by anyone for twenty years, 
until I, in an address before Professor Howison’s philosophical 
union at the university of California, brought it forward again 
and made a special application of it to religion. By that date 
(1898) the times seemed ripe for its reception. The word 
‘pragmatism’ spread, and at present it fairly spots the pages 
of the philosophic journals. On all hands we find the ‘prag- 
matic movement’ spoken of, sometimes with respect, some- 
times with contumely, seldom with clear understanding. It is 
evident that the term applies itself conveniently to a number 
of tendencies that hitherto have lacked a collective name, and 
that it has ‘come to stay.’ 

To take in the importance of Peirce’s principle, one must 
get accustomed to applying it to concrete cases. I found a few 
years ago that Ostwald, the illustrious Leipzig chemist, had 


! Translated in the Revue Philosophique for January, 1879 (vol. vii). 
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been making perfectly distinct use of the principle of prag- 
matism in his lectures on the philosophy of science, though 
he had not called it by that name. 

“All realities influence our practice," he wrote me, “and 
that influence is their meaning for us. I am accustomed to 
put questions to my classes in this way: In what respects 
would the world be different if this alternative or that were 
true? If I can find nothing that would become different, then 
the alternative has no sense." 

"That is, the rival views mean practically the same thing, 
and meaning, other than practical, there is for us none. Ost- 
wald in a published lecture gives this example of what he 
means. Chemists have long wrangled over the inner constitu- 
tion of certain bodies called ‘tautomerous.’ Their properties 
seemed equally consistent with the notion that an instable 
hydrogen atom oscillates inside of them, or that they are in- 
stable mixtures of two bodies. Controversy raged, but never 
was decided. "It would never have begun," says Ostwald, 
"if the combatants had asked themselves what particular ex- 
perimental fact could have been made different by one or the 
other view being correct. For it would then have appeared 
that no difference of fact could possibly ensue; and the 
quarrel was as unreal as if, theorizing in primitive times about 
the raising of dough by yeast, one party should have invoked 
a ‘brownie,’ while another insisted on an ‘elf’ as the true cause 
of the phenomenon." ? 

It is astonishing to see how many philosophical disputes 
collapse into insignificance the moment you subject them to 


* "Theorie und Praxis,’ Zeitsch. des Oesterreichischen Ingenieur u. Archi- 
tecten-Vereines, 1905, Nr. 4 u. 6. I find a still more radical pragmatism than 
Ostwald's in an address by Professor W. S. Franklin: “I think that the sickli- 
est notion of physics, even if a student gets it, is that it is 'the science of 
masses, molecules, and the ether." And I think that the healthiest notion, even 
if a student does not wholly get it, is that physics is the science of the ways 
of taking hold of bodies and pushing them!" (Science, January 2, 1903.) 
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this simple test of tracing a concrete consequence. There can 
be no difference anywhere that doesn’t make a difference else- 
where—no difference in abstract truth that doesn’t express 
itself in a difference in concrete fact and in conduct conse- 
quent upon that fact, imposed on somebody, somehow, some- 
where, and somewhen. The whole function of philosophy 
ought to be to find out what definite difference it will make to 
you and me, at definite instants of our life, if this world- 
formula or that world-formula be the true one. 

There is absolutely nothing new in the pragmatic 
method. Socrates was an adept at it. Aristotle used it methodi- 
cally. Locke, Berkeley, and Hume made momentous contri- 
butions to truth by its means. Shadworth Hodgson keeps in- 
sisting that realities are only what they are ‘known as.’ But 
these forerunners of pragmatism used it in fragments: they 
were preluders only. Not until in our time has it generalized 
itself, become conscious of a universal mission, pretended to 
a conquering destiny. I believe in that destiny, and I hope I 
may end by inspiring you with my belief. 

Pragmatism represents a perfectly familiar attitude in 
philosophy, the empiricist attitude, but it represents it, as it 
seems to me, both in a more radical and in a less objectionable 
form than it has ever yet assumed. A pragmatist turns his back 
resolutely and once for all upon a lot of inveterate habits dear 
to professional philosophers. He turns away from abstraction 
and insufficiency, from verbal solutions, from bad a priori rea- 
sons, from fixed principles, closed systems, and pretended ab- 
solutes and origins. He trurns towards concreteness and ade- 
quacy, towards facts, towards action, and towards power. That 
means the empiricist temper regnant and the rationalist tem- 
per sincerely given up. It means the open air and possibilities 
of nature, as against dogma, artificiality, and the pretense of 
finality in truth. 

At the same time it does not stand for any special results. 
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It is a method only. But the general triumph of that method 
would mean an enormous change in what I called in my last 
lecture the ‘temperament’ of philosophy. Teachers of the 
ultra-rationalistic type would be frozen out, much as the 
courtier type is frozen out in republics, as the ultramontane 
type of priest is frozen out in protestant lands. Science and 
metaphysics would come much nearer together, would in 
fact work absolutely hand in hand. 

Metaphysics has usually followed a very primitive kind of 
quest. You know how men have always hankered after unlaw- 
ful magic, and you know what a great part in magic words 
have always played. If you have his name, or the formula of 
incantation that binds him, you can control the spirit, genie, 
afrite, or whatever the power may be. Solomon knew the 
names of all the spirits, and having their names, he held them 
subject to his will. So the universe has always appeared to 
the natural mind as a kind of enigma, of which the key must 
be sought in the shape of some illuminating or power-bring- 
ing word or name. That word names the universe's principle, 
and to possess it is after a fashion to possess the universe it- 
self. ‘God,’ ‘Matter,’ ‘Reason,’ ‘the Absolute,’ ‘Energy,’ are 
so many solving names. You can rest when you have them. 
You are at the end of your metaphysical quest. 

But if you follow the pragmatic method, you cannot look 
on any such word as closing your quest. You must bring out 
of each word its practical cash-value, set it at work within the 
stream of your experience. It appears less as a solution, then, 
than as a program for more work, and more particularly as 
an indication of the ways in which existing realities may be 
changed. 

Theories thus become instruments, not answers to enig- 
mas, in which we can rest. We don’t lie back upon them, we 
move forward, and, on occasion, make nature over again by 
their aid. Pragmatism unstiffens all our theories, limbers them 
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up and sets each one at work. Being nothing essentially new, 
it harmonizes with many ancient philosophic tendencies. It 
agrees with nominalism for instance, in always appealing to 
particulars; with utilitarianism in emphasizing practical as- 
pects; with positivism in its disdain for verbal solutions, use- 
less questions and metaphysical abstractions. 

All these, you see, are anti-intellectualist tendencies. 
Against rationalism as a pretension and a method pragmatism 
is fully armed and militant. But, at the outset, at least, it 
stands for no particular results. It has no dogmas and no 
doctrines save its method. As the young Italian pragmatist 
Papini has well said, it lies in the midst of our theories, like 
a corridor in a hotel. Innumerable chambers open out of it. 
In one you may find a man writing an atheistic volume; in 
the next someone on his knees praying for faith and strength; 
in a third a chemist investigating a body’s properties. In a 
fourth a system of idealistic metaphysics is being excogitated; 
in a fifth the impossibility of metaphysics is being shown. 
But they all own the corridor, and all must pass through it if 
they want a practicable way of getting into or out of their 
respective rooms. 

No particular results then, so far, but only an attitude of 
orientation, is what the pragmatic method means. The atti- 
tude of looking away from first things, principles, ‘categories, 
supposed necessities; and of looking towards last things, 
fruits, consequences, facts. 

So much for the pragmatic method! You may say that I 
have been praising it rather than explaining it to you, but I 
shall presently explain it abundantly enough by showing how 
it works on some familiar problems. Meanwhile the word 
pragmatism has come to be used in a still wider sense, as 
meaning also a certain theory of truth. I mean to give a whole 
lecture to the statement of that theory, after first paving the 
way, so I can be very brief now. But brevity is hard to follow, 
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so I ask for your redoubled attention for a quarter of an 
hour. If much remains obscure, I hope to make it clearer in 
the later lectures. 

One of the most successfully cultivated branches of phi- 
losophy in our time is what is called inductive logic, the study 
of the conditions under which our sciences have evolved. 
Writers on this subject have begun to show a singular una- 
nimity as to what the laws of nature and elements of fact 
mean, when formulated by mathematicians, physicists and 
chemists. When the first mathematical, logical, and natural 
uniformities, the first laws, were discovered, men were so car- 
tied away by the clearness, beauty and simplification that re- 
sulted, that they believed themselves to have deciphered au- 
thentically the eternal thoughts of the Almighty. His mind 
also thundered and reverberated in syllogisms. He also thought 
in conic sections, squares and roots and ratios, and geom- 
etrized like Euclid. He made Kepler's laws for the planets 
to follow; he made velocity increase proportionally to the time 
in falling bodies; he made the law of the sines for light to obey 
when refracted; he established the classes, orders, families and 
genera of plants and animals, and fixed the distances between 
them. He thought the archetypes of all things, and devised 
their variations; and when we rediscover any one of these his 
wondrous institutions, we seize his mind in its very literal in- 
tention. 

But as the sciences have developed farther, the notion has 
gained ground that most, perhaps all, of our laws are only 
approximations. The laws themselves, moreover, have grown 
so numerous that there is no counting them; and so many 
rival formulations are proposed in all the branches of science 
that investigators have become accustomed to the notion 
that no theory is absolutely a transcript of reality, but that 
any one of them may from some point of view be useful. 
Their great use is to summarize old facts and to lead to new 
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ones. They are only a man-made language, a conceptual short- 
hand, as someone calls them, in which we write our reports of 
nature; and languages, as is well known, tolerate much choice 
of expression and many dialects. 

Thus human arbitrariness has driven divine necessity 
from scientific logic. If I mention the names of Sigwart, 
Mach, Ostwald, Pearson, Milhoud, Poincaré, Duhem, Ruys- 
sen, those of you who are students will easily identify the tend- 
ency I speak of, and will think of additional names. 

Riding now on the front of this wave of scientific logic 
Messrs. Schiller and Dewey appear with their pragmatistic 
account of what truth everywhere signifies. Everywhere, these 
teachers say, ‘truth’ in our ideas and beliefs means the same 
thing that it means in science. It means, they say, nothing but 
this, that ideas (which themselves are but parts of our experi- 
ence) become true just in so far as they help us to get into 
satisfactory relation with other parts of our experience, to 
summarize them and get about among them by conceptual 
shortcuts instead of following the interminable succession of 
particular phenomena. Any idea upon which we can tide, so 
to speak; any idea that will carry us prosperously from any 
one part of our experience to any other part, linking things 
satisfactorily, working securely, simplifying, saving labor; is 
true for just so much, true in so far forth, true instrumentally. 
This is the ‘instrumental’ view of truth taught so successfully 
at Chicago, the view that truth in our ideas means their power 
to ‘work,’ promulgated so brilliantly at Oxford. 

Messrs, Dewey, Schiller, and their allies, in reaching this 
general conception of all truth, have only followed the ex- 
ample of geologists, biologists and philologists. In the estab- 
lishment of these other sciences, the successful stroke was 
always to take some simple process actually observable in 
operation—as denudation by weather, say, or variation from 
parental type, or change of dialect by incorporation of new 
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words and prounuciations—and then to generalize it, making 
it apply to all times, and produce great results by summating 
its effects through the ages. 

The observable process which Schiller and Dewey articu- 
larly singled out for generalization is the familiar one by 
which any individual settles into new opinions. The process 
here is always the same. The individual has a stock of old 
opinions already, but he meets a new experience that puts 
them to a strain. Somebody contradicts them; or in a reflec- 
tive moment he discovers that they contradict each other; 
or he hears of facts with which they are incompatible; or de- 
sires arise in him which they cease to satisfy. The result is an 
inward trouble to which his mind till then had been a stranger, 
and from which he seeks to escape by modifying his previous 
mass of opinions. He saves as much of it as he can, for in this 
matter of belief we are all extreme conservatives. So he tries 
to change first this opinion, and then that (for they resist 
change very variously), until at last some new idea comes up 
which he can graft upon the ancient stock with a minimum 
of disturbance of the latter, some idea that mediates between 
the stock and the new experience and runs them into one 
another most felicitously and expediently. 

This new idea is then adopted as the true one. It pre- 
serves the older stock of truths with a minimum of modifica- 
tion, stretching them just enough to make them admit the 
novelty, but conceiving that in ways as familiar as the case 
leaves possible. An outrée explanation, violating all our pre- 
conceptions, would never pass for a true account of a novelty. 
We should scratch round industriously till we found some- 
thing less eccentric. The most violent revolutions in an in- 
dividual’s beliefs leave most of his old order standing. Time 
and space, cause and effect, nature and history, and one’s own 
biography remain untouched. New truth is always a go-be- 
tween, a smoother-over of transitions. It marries old opinion 
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to new fact so as ever to show a minimum of jolt, a maximum 
of continuity. We hold a theory true just in proportion to its. 
success in solving this ‘problem of maxima and minima.’ But 
success in solving this problem is eminently a matter of ap- 
proximation. We say this theory solves it on the whole more 
satisfactorily than that theory; but that means more satisfac- 
torily to ourselves, and individuals will emphasize their points. 
of satisfaction differently. To a certain degree, therefore, 
everything here is plastic. 

The point I now urge you to observe particularly is the 
part played by the older truths. Failure to take account of it 
is the source of much of the unjust criticism levelled against 
pragmatism. Their influence is absolutely controlling. Loyalty 
to them is the first principle—in most cases it is the only prin- 
ciple; for by far the most usual way of handling phenomena 
so novel that they would make for a serious rearrangement of 
our preconception is to ignore them altogether, or to abuse 
those who bear witness for them. 

You doubtless wish examples of this process of truth's 
growth, and the only trouble is their superabundance. The 
simplest case of new truth is of course the mere numerical ad- 
dition of new kinds of facts, or of new single facts of old kinds, 
to our experience—an addition that involves no alteration in 
the old beliefs. Day follows day, and its contents are simply 
added. The new contents themselves are not true, they simply 
come and are. Truth is what we say about them, and when we 
say that they have come, truth is satisfied by the plain additive 
formula. 

But often the day's contents oblige a rearrangement. If I 
should now utter piercing shrieks and act like a maniac on 
this platform, it would make many of you revise your ideas as 
to the probable worth of my philosophy. ‘Radium’ came the 
other day as part of the day’s content, and seemed for a mo- 
ment to contradict our ideas of the whole order of nature, that 
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order having come to be identified with what is called the 
conservation of energy. The mere sight of radium paying heat 
away indefinitely out of its own pocket seemed to violate that 
conservation. What to think? If the radiations from it were 
nothing but an escape of unsuspected ‘potential’ energy, pre- 
existent inside of the atoms, the principle of conservation 
would be saved. The discovery of ‘helium’ as the radiation’s 
outcome, opened a way to this belief. So Ramsy’s view is 
generally held to be true, because, although it extends our old 
ideas of energy, it causes a minimum of alteration in their 
nature. 

I need not multiply instances. A new opinion counts as 
‘true’ just in proportion as it gratifies the individual's desire 
to assimilate the novel in his experience to his beliefs in stock. 
It must both lean on old truth and grasp new fact; and its suc- 
cess (as I said a moment ago) in doing this, is a matter for 
the indivdual's appreciation. When old truth grows, then, by 
new truth's addition, it is for subjective reasons. We are in 
the process and obey the reasons. That new idea is truest 
which performs most felicitously its function of satisfying our 
double urgency. It makes itself true, gets itself classed as true, 
by the way it works; grafting itself then upon the ancient body 
of truth, which thus grows much as a tree grows by the activity 
of a new layer of cambium. 

Now Dewey and Schiller proceed to generalize this ob- 
servation and to apply it to the most ancient parts of truth. 
They also once were plastic. They also were called true for 
human reasons. They also mediated between still earlier 
truths and what in those days were novel observations. Purely 
objective truth, truth in whose establishment the function of 
giving human satisfaction in marrying previous parts of ex- 
perience with newer parts played no réle whatever, is no- 
where to be found. The reasons why we call things true is 
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the reason why they are true, for ‘to be true’ means only to 
perform this marriage-function. 

The trail of the human serpent is thus over everything. 
Truth independent; truth that we find merely; truth no 
longer malleable to human need; truth incorrigible, in a word; 
such truth exists indeed superabundantly—or is supposed to 
exist by rationalistically minded thinkers; but then it means 
only the dead heart of the living tree, and its being there 
means only that truth also has its paleontology, and its ‘pre- 
scription,’ and may grow stiff with years of veteran service and 
petrified in men’s regard by sheer antiquity. But how plastic 
even the oldest truths nevertheless really are has been vividly 
shown in our day by the transformation of logical and mathe- 
matical ideas, a transformation which seems even to be invad- 
ing physics. The ancient formulas are reinterpreted as special 
expressions of much wider principles, principles that our an- 
cestors never got a glimpse of in their present shape and for- 
mulation. 

Mr. Schiller still gives to all this view of truth the name 
of ‘Humanism,’ but, for this doctrine too, the name of prag- 
matism seems fairly to be in the ascendant, so I will treat it 
under the name of pragmatism in these lectures. 

Such then would be the scope of pragmatism—first, a 
method; and second, a genetic theory of what is meant by 
truth. And these two things must be our future topics. 

What I have said of the theory of truth will, I am sure, 
have appeared obscure and unsatisfactory to most of you by 
reason of its brevity. I shall make amends for that hereafter. 
Ina lecture on ‘common sense’ I shall try to show what I mean 
by truths grown petrified by antiquity. In another lecture I 
shall expatiate on the idea that our thoughts become true in 
proportion as they successfully exert their go-between func- 
tion. In a third I shall show how hard it is to discriminate 
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subjective from objective factors in Truth’s development. 
You may not follow me wholly in these lectures; and if you 
do, you may not wholly agree with me. But you will, I know, 
regard me at least as serious, and treat my effort with respect- 
ful consideration. 

You will probably be surprised to learn, then, that Messrs. 
Schiller’s and Dewey’s theories have suffered a hailstorm of 
contempt and ridicule. All rationalism has risen against them. 
In influential quarters Mr. Schiller, in particular, has been 
treated like an impudent schoolboy who deserves a spanking. 
I should not mention this, but for the fact that it throws so 
much sidelight upon that rationalistic temper to which I have 
opposed the temper of pragmatism. Pragmatism is uncom- 
fortable away from facts. Rationalism is comfortable only in 
the presence of abstractions. This pragmatist talk about truths 
in the plural, about their utility and satisfactoriness, about 
the success with which they ‘work,’ etc., suggests to the typical 
intellectualist mind a sort of coarse, lame, second-rate, make- 
shift, article of truth. Such truths are not real truth. Such tests 
are merely subjective. As against this, objective truth must be 
something nonutilitarian, haughty, refined, remote, august, 
exalted. It must be an absolute correspondence of our 
thoughts with an equally absolute reality. It must be what we 
ought to think unconditionally. The conditioned ways in 
which we do think are so much irrelevance and matter for psy- 
chology. Down with psychology, up with logic, in all this 
question! 

See the exquisite contrast of the types of mind! The prag- 
matist clings to facts and concreteness, observes truth at its 
work in particular cases, and generalizes. Truth, for him, be- 
comes a class-name for all sorts of definite working-values in 
experience. For the rationalist it remains a pure abstraction, 
to the bare name of which we must defer. When the prag- 
matist undertakes to show in detail just why we must defer, 
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the rationalist is unable to recognize the concretes from which 
his own abstraction is taken. He accuses us of denying truth; 
whereas we have only sought to trace exactly why people fol- 
low it and always ought to follow it. Your typical ultra-abstrac- 
tionist fairly shudders at concreteness: other things equal, he 
positively prefers the pale and spectral. If the two universes 
were offered, he would always choose the skinny outline rather 
than the rich thicket of reality. It is so much purer, clearer, 
nobler. 

I hope that as these lectures go on, the concreteness and 
closeness to facts of the pragmatism which they advocate 
may be what approves itself to you as its most satisfactory 
peculiarity. It only follows here the example of the sister- 
sciences, interpreting the unobserved by the observed. It 
brings old and new harmoniously together. It converts the 
absolutely empty notion of a static relation of 'correspond- 
ence’ (what that may mean we must ask later) between our 
minds and reality, into that of a rich and active commerce 
(that anyone may follow in detail and understand) between 
particular thoughts of ours, and the great universe of other 
experiences in which they play their parts and have their uses. 

But enough of this at present? The justification of what 
I say must be postponed. I wish now to add a word in further 
explanation of the claim I made at our last meeting, that prag- 
matism may be a happy harmonizer of empiricist ways of 
thinking with the more religious demands of human beings. 

Men who are strongly of the fact-loving temperament, 
you may remember me to have said, are liable to be kept at a 
distance by the small sympathy with facts which that philos- 
ophy from the present-day fashion of idealism offers them. 
It is far too intellectualistic. Old-fashioned theism was bad 
enough, with its notion of God as an exalted monarch, made 
up of a lot of unintelligible or preposterous ‘attributes’; but, 
so long as it held strongly by the argument from design, it 
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kept some touch with concrete realities. Since, however, Dar- 
winism has once for all displaced design from the minds of 
the ‘scientific,’ theism has lost that foothold; and some kind 
of an imminent or pantheistic deity working in things rather 
than above them is, if any, the kind recommended to our con- 
temporary imagination. Aspirants to a philosophic religion 
turn, as a rule, more hopefully nowadays towards idealistic 
pantheism than towards the older dualistic theism, in spite of 
the fact that the latter still counts able defenders. 

But, as I said in my first lecture, the brand of pantheism 
offered is hard for them to assimilate if they are lovers of facts, 
or empirically minded. It is the absolutistic brand, spurning , 
the dust and reared upon pure logic. It keeps no connexion 
whatever with concreteness. Affirming the Absolute Mind, 
which is its substitute for God, to be the rational presupposi- 
tion of all particulars of fact, whatever they may be, it remains 
supremely indifferent to what the particular facts in our world 
actually are. Be they what they may, the Absolute will father 
them. Like the sick lion in Esop’s fable, all footprints lead 
into his den, but nulla vestigia retrorsum. You cannot rede- 
scend into the world of particulars by the Absolute's aid, or 
deduce any necessary consequences of detail important for 
your life from your idea of his nature. He gives you indeed the 
assurance that all is well with Him, and for his eternal way of 
thinking; but thereupon he leaves you to be finitely saved by 
your own temporal devices. 

Far be it from me to deny the majesty of this conception, 
or its capacity to yield religious comfort to a most respectable 
class of minds. But from the human point of view, no one can 
pretend that it doesn't suffer from the faults of remoteness 
and abstractness. It is eminently a product of what I have 
ventured to call the rationalistic temper. It disdains empiri- 
cism's needs. It substitutes a pallid outline for the real world's 
richness. It is dapper, it is noble in the bad sense, in the sense 
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in which to be noble is to be inapt for humble service. In this 
real world of sweat and dirt, it seems to me that when a view 
of things is ‘noble,’ that ought to count as a presumption 
against its truth, and as a philosophic disqualification. The 
prince of darkness may be a gentleman, as we are told he is, 
but whatever the God of earth and heaven is, he can surely 
be no gentleman. His menial services are needed in the dust 
of our human trials, even more than his dignity is needed in 
the empyrean. 

Now pragmatism, devoted though she be to facts, has no 
such materialistic bias as ordinary empiricism labors under, 
Moreover, she has no objection whatever to the realizing of 
abstractions, so long as you get about among particulars with 
their aid and they actually carry you somewhere. Interested 
in no conclusions but those which our minds and our experi- 
ences work out together, she has no a priori prejudices against 
theology. If theological ideas prove to have a value for con- 
crete life, they will be true, for pragmatism, in the sense of 
being good for so much. For how much more they are true, 
will depend entirely on their relations to the other truths that 
also have to be acknowledged. 

What I said just now about the Absolute, of transcen- 
dental idealism, is a case in point. First, I called it majestic 
and said it yielded religious comfort to a class of minds, and 
then I accused it of remoteness and sterility. But so far as it 
affords such comfort, it surely is not sterile; it has that amount 
of value; it performs a concrete function. As a good pragmatist, 
I myself ought to call the Absolute true ‘in so far forth,’ then; 
and I unhesitatingly now do so. 

But what does true in so far forth mean in this case? To 
answer, we need only apply the pragmatic method. What do 
believers in the Absolute mean by saying that their belief af- 
fords them comfort? They mean that since, in the Absolute 
finite evil is ‘overruled’ already, we may, therefore, whenever 
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we wish, treat the temporal as if it were potentially the 
eternal, be sure that we can trust its outcome, and, without 
sin, dismiss our fear and drop the worry of our finite respon- 
sibility. In short, they mean that we have a right ever and 
anon to take a moral holiday, to let the world wag in its own 
way, feeling that its issues are in better hands than ours and 
are none of our business. 

The universe is a system of which the individual members 
may relax their anxieties occasionally, in which the don't-care 
mood is also right for men, and moral holidays in order,— 
that, if I mistake not, is part, at least, of what the Absolute 
is ‘known-as,’ that is the great difference in our particular ex- 
periences which his being true makes, for us, that is his cash- 
value when he is pragmatically interpreted. Farther than that 
the ordinary lay-reader in philosophy who thinks favorably of 
absolute idealism does not venture to sharpen his concep- 
tions. He can use the Absolute for so much, and so much is 
very precious. He is pained at hearing you speak incredulously 
of the Absolute, therefore, and disregards your criticisms be- 
cause they deal with aspects of the conception that he fails 
to follow. 

If the Absolute means this, and means no more than this, 
who can possibly deny the truth of it? To deny it would be 
to insist that men should never relax, and that holidays are 
never in order. 

I am well aware how odd it must seem to some of you to 
hear me say that an idea is ‘true’ so long as to believe it is 
profitable to our lives. That it is good, for as much as it prof- 
its, you will gladly admit. If what we do by its aid is good, you 
will allow the idea itself to be good in so far forth, for we are 
the better for possessing it. But is it not a strange misuse of 
the word ‘truth,’ you will say, to call ideas also ‘true’ for this 
reason? 

To answer this difficulty fully is impossible at this stage of 
my account. You touch here upon the very central point of 
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Messrs. Schille's, Dewey's and my own doctrine of truth, 
which I cannot discuss with detail until my sixth lecture. Let 
me now say only this, that truth is one species of good, and 
not, as is usually supposed, a category distinct from good, and 
co-ordinate with it. The true is the name of whatever proves 
itself to be good in the way of belief, and good, too, for defi- 
nite, assignable reasons. Surely you must admit this, that if 
there were no good for life in true ideas, or if the knowledge 
of them were positively disadvantageous and false ideas the 
only useful ones, then the current notion that truth is divine 
and precious, and its pursuit a duty, could never have grown 
up or become a dogma. In a world like that, our duty would 
be to shun truth, rather. But in this world, just as certain 
foods are not only agreeable to our taste, but good for our 
teeth, our stomach, and our tissues, so certain ideas are not 
only agreeable to think about, or agreeable as supporting other 
ideas that we are fond of, but they are also helpful in life's 
practical struggles. If there be any life that it is really better 
we should lead, and if there be any idea which, if believed in, 
would help us to lead that life, then it would be really better 
for us to believe in that idea, unless, indeed, belief in it in- 
cidentally clashed with other greater vital benefits. 

‘What would be better for us to believe’! This sounds 
very like a definition of truth. It comes very near to saying 
‘what we ought to believe’; and in that definition none of you 
would find any oddity. Ought we ever not to believe what it 
is better for us to believe? And can we then keep the notion 
of what is better for us, and what is true for us, permanently 
apart? 
Pragmatism says no, and I fully agree with her. Probably 
you also agree, so far as the abstract statement goes, but with 
a suspicion that if we practically did believe everything that 
made for good in our own personal lives, we should be found 
indulging all kinds of fancies about this world’s affairs, and 
all kinds of sentimental superstitions about a world hereafter. 


91 


THE PRAGMATIC PHILOSOPHY OF EDUCATION 


Your suspicion here is undoubtedly well founded, and it is 
evident that something happens when you pass from the 
abstract to the concrete that complicates the situation. 

I said just now that what is better for us to believe is true 
unless the belief incidentally clashes with some other vital 
benefit. Now in real life what vital benefits is any particular 
belief of ours most liable to clash with? What indeed except 
the vital benefits yielded by other beliefs when these prove in- 
compatible with the first ones? In other words, the greatest 
enemy of any one of our truths may be the rest of our truths. 
Truths have once for all this desperate instinct of self-preserva- 
tion and of desire to extinguish whatever contradicts them. 
My belief in the Absolute, based on the good it does me, must 
run the gauntlet of all my other beliefs. Grant that it may 
be true in giving me a moral holiday. Nevertheless, as I con- 
ceive it,—and let me speak now confidentially, as it were, and 
merely in my own private person,—it clashes with other 
truths of mine whose benefits I hate to give up on its account. 
It happens to be associated with a kind of logic of which I 
am the enemy, I find that it entangles me in metaphysical 
paradoxes that are inacceptable, etc., etc. But as I have enough 
trouble in life already without adding the trouble of carrying 
these intellectual inconsistencies, I personally just give up the 
Absolute. I just take my moral holidays; or else as a profes- 
aa philosopher, I try to justify them by some other princi- 
ple. 

If I could restrict my notion of the Absolute to its bare 
holiday-giving value, it wouldn’t clash with my other truths. 
But we cannot easily thus restrict our hypotheses. They carry 
supernumerary features, and these it is that clash so. My dis- 
belief in the Absolute means then disbelief in those other 
supernumerary features, for I fully believe in the legitimacy of 
taking moral holidays. 

You see by this what I meant when I called pragmatism a 
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mediator and reconciler and said, borrowing the word from 
Papini, that she ‘unstiffens’ our theories. She has in fact no 
prejudices whatever, no obstructive dogmas, no rigid canons 
of what shall count as proof. She is completely genial. She will 
entertain any hypothesis, she will consider any evidence. It 
follows that in the religious field she is at a great advantage 
both over positivistic empiricism, with its antitheological bias, 
and over religious rationalism, with its exclusive interest in 
the remote, the noble, the simple, and the abstract in the way 
of conception. 

In short, she widens the field of search for God. Rational- 
ism sticks to logic and the empyrean. Empiricism sticks to the 
external senses. Pragmatism is willing to take anything, to 
follow either logic or the senses and to count the humblest 
and most personal experiences. She will count mystical ex- 
periences if they have practical consequences. She will take 
a God who lives in the very dirt of private fact—if that should 
seem a likely place to find him. 

Her only test of probable truth is what works best in the 
way of leading us, what fits every part of life best and com- 
bines with the collectivity of experience's demands, nothing 
being omitted. If theological ideas should do this, if the no- 
tion of God, in particular, should prove to do it, how could 
pragmatism possibly deny God's existence? She could see no 
meaning in treating as ‘not true’ a notion that was pragmati- 
cally so successful. What other kind of truth could there be, 
for her, than all this agreement with concrete reality? 

In my last lecture I shall return again to the relations of 
pragmatism with religion. But you see already how democratic 
she is. Her manners are as various and flexible, her resources 
as rich and endless, and her conclusions as friendly as those of 


mother nature. 
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CHAPTER 5 


GDemocracy and Education” 


JOHN DEWEY 


John Dewey (October 20, 1859-June 1, 1952) was edu- 
cated at the University of Vermont and the Johns Hopkins 
University. After a brief teaching career in public schools, he 
began his long life of college work, which took him to the 
University of Michigan (1884-1888, 1889-1894), the Uni- 
versity of Minnesota (1888-1889), the University of Chicago 


* John. Dewey, Democracy and Education. New York: The Macmillan 
Company, 1916, pp. 23-25, 32, 33-34, 49-53, 54-56, 59-61, 89-92, 100-102, 
117, 148-150, 151—152, 163-164, 176-177, 180, 183-184, 193-104, 197-200 
210, 212, 214—217, 397, 398, 414-415. Copyright 1916 by The Macmillan 
Company. Used by permission. 
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(1894-1904), and finally to the Department of Philosophy at 
Columbia University in 1904. It was as director of the School 
of Education at the University of Chicago that he first began 
to experiment with his beliefs concerning philosophy and psy- 
chology of education. Here he established the now famous 
Dewey School and began to win the fame that was to be his 
from that time forward. However, it was not until 1916, when 
he was well established at Columbia, that he published his 
best-known volume on education, Democracy and Education. 

As a pragmatist, Dewey rejected the authoritarian and 
classical approach to education, which he thought stressed 
the ability to talk about things rather than the ability to do 
things. He built his philosophy on a biological base, pointing 
out that man is an organism living in an environment, an 
environment which helps to shape man, but which, in turn, 
can be modified by man. Dewey thought things were to be 
understood through their origin and function. To him, the only 
reality for man was experience; the business of education was 
to improve the quality of experience that human beings had. 
This he hoped to accomplish by carefully defining the nature 
of experience and establishing criteria for judging its value. 

Dewey has been called the greatest educational philoso- 
pher since Plato. Whether or not this is true, he has produced 
numerous articles and books that have had profound influence 
on education, not only in America but throughout the world. 
Selections from two of his best-known books are included 
here. The first series of quotations, from Democracy and Edu- 
cation, indicates the nature of his philosophy of education. 
The second series is from Experience and Education, pub- 
lished in 1938, which he wrote to correct some of the abuses 
that had developed in the movement known as “progressive 
education,” a movement which, in the main, he supported. 


———.——— 
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The School as a Special Environment. . . . Hence a spe- 
cial mode of social intercourse is instituted, the school, to care 
for such matters. T 

This mode of association has three functions sufficiently 
specific, as compared with ordinary associations of life, to be 
noted. First, a complex civilization is too complex to be as- 
similated in toto. It has to be broken up into portions, as i 
were, and assimilated piecemeal, in a gradual and graded way. 
The relationships of our present social life are so numerous 
and so interwoven that a child placed in the most favorable 
position could not readily share in many of the most impor- 
tant of them. Not sharing in them, their meaning would not 
be communicated to him, would not become a part of his 
own mental disposition. There would be no seeing the trees 
because of the forest. Business, politics, art, science, religion, 
would make all at once a clamor for attention; confusion. 
would be the outcome. The first office of the social organ we 
call the school is to provide a simplified environment. It se- 
lects the features which are fairly fundamental and capable 
of being responded to by the young. Then it establishes a 
progressive order, using the factors first acquired as means of 
gaining insight into what is more complicated. } 

In the second place, it is the business of the school en- 
vironment to eliminate, so far as possible, the unworthy fea- 
tures of the existing environment from influence upon mental. 
habitudes. It establishes a purified medium of action. Selec- 
tion aims not only at simplifying but at weeding out what is 
undesirable. Every society gets encumbered with what is 
trivial, with dead wood from the past, and with what is posi- 
tively perverse. The school has the duty of omitting such 
things from the environment which it supplies, and thereby 
doing what it can to counteract their influence in the ordinary 
social environment. By selecting the best for its exclusive. 
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use, it strives to reénforce the power of this best. As a society 
becomes more enlightened, it realizes that it is responsible 
not to transmit and conserve the whole of its existing achieve- 
ments, but only such as make for a better future society. The 
school is its chief agency for the accomplishment of this end. 

In the third place, it is the office of the school environ- 
ment to balance the various elements in the social environ- 
ment, and to see to it that each individual gets an opportunity 
to escape from the limitations of the social group in which he 
was born, and to come into living contact with a broader 
environment. Such words as ‘society’ and ‘community’ are 
likely to be misleading, for they have a tendency to make us 
think there is a single thing corresponding to the single word. 
As a matter of fact, a modern society is many societies more 
or less loosely connected. Each household with its immediate 
extension of friends makes a society; the village or street 
group of playmates is a community; each business group, 
each club, is another. Passing beyond these more intimate 
groups, there is in a country like our own a variety of races, 
religious affiliations, economic divisions. Inside the modern 
city, in spite of its nominal political unity, there are probably 
more communities, more differing customs, traditions, as- 
pirations, and forms of government or control, than existed in 
an entire continent at an earlier epoch. 

Each such group exercises a formative influence on the 
active dispositions of its members. A clique, a club, a gang, a 
Fagin’s household of thieves, the prisoners in a jail, provide 
educative environments for those who enter into their col- 
lective or conjoint activities, as truly as a church, a labor 
union, a business partnership, or a political party. Each of 
them is a mode of associated or community life, quite as much 
as is a family, a town, or a state. There are also communities 
whose members have little or no direct contact with one 
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another, like the guild of artists, the republic of letters, the 
members of the professional learned class scattered over the 
face of the earth. For they have aims in common, and the 
activity of each member is directly modified by knowledge of 
what others are doing. 


Modes of Social Direction. 1. When others are not do- 
ing what we would like them to or are threatening disobedi- 
ence, we are most conscious of the need of controlling them 
and of the influences by which they are controlled. In such 
cases, our control becomes most direct, and at this point we 
are most likely to make the mistakes just spoken of. We are 
even likely to take the influence of superior force for control, 
forgetting that while we may lead a horse to water we cannot 
make him drink; and that while we can shut a man up in a 
penitentiary we cannot make him penitent. In all such cases 
of immediate action upon others, we need to discriminate 
between physical results and moral results. A person may be 
in such a condition that forcible feeding or enforced confine- 
ment is necessary for his own good. A child may have to be 
snatched with roughness away from a fire so that he shall not 
be burnt. But no improvement of disposition, no educative 
effect, need follow. A harsh and commanding tone may be 
effectual in keeping a child away from the fire, and the same 
desirable physical effect will follow as if he had been snatched 
away. But there may be no more obedience of a moral sort 
in one case than in the other. A man can be prevented from 
breaking into other persons’ houses by shutting him up, but 
shutting him up may not alter his disposition to commit 
burglary. When we confuse a physical with an educative 
result, we always lose the chance of enlisting the person’s own 
participating disposition in getting the result desired, and 
thereby of developing within him an intrinsic and persisting 
direction in the right way. 
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2. These methods of control are so obvious (because so 
intentionally employed) that it would hardly be worth while 
to mention them if it were not that notice may now be taken, 
by way of contrast, of the other more important and per- 
manent mode of control. This other method resides in the 
ways in which persons, with whom the immature being is 
associated, use things; the instrumentalities with which they 
accomplish their own ends. The very existence of the social 
medium in which an individual lives, moves, and has his be- 
ing is the standing effective agency of directing his activ- 
ity 

This fact makes it necessary for us to examine in greater 
detail what is meant by the social environment. We are given 
to separating from each other the physical and social environ- 
ments in which we live. The separation is responsible on one 
hand for an exaggeration of the moral importance of the more 
direct or personal modes of control of which we have been 
speaking; and on the other hand for an exaggeration, in cur- 
rent psychology and philosophy, of the intellectual possibil- 
ities of contact with a purely physical environment. There is 
not, in fact, any such thing as the direct influence of one 
human being on another apart from use of the physical envi- 
ronment as an intermediary. A smile, a frown, a rebuke, a 
word of warning or encouragement, all involve some physical 
change. Otherwise, the attitude of one would not get over to 
alter the attitude of another. Comparatively speaking, such 
modes of influence may be regarded as personal. The physical 
medium is reduced to a mere means of personal contact. In 
contrast with such direct modes of mutual influence stand 
associations in common pursuits involving the use of things 
as means and as measures of results. Even if the mother never 
told her daughter to help her, or never rebuked her for not 
helping, the child would be subjected to direction in her ac- 
tivities by the mere fact that she was engaged, along with the 
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parent, in the household life. Imitation, emulation, the need 
of working together, enforce control. 


The Conditions of Growth. In directing the activities of 
the young, society determines its own future in determining 
that of the young. Since the young at a given time will at 
some later date compose the society of that period, the latter’s 
nature will largely turn upon the direction children’s activities 
were given at an earlier period. This cumulative movement 
of action toward a later result is what is meant by growth. 

The primary condition of growth is immaturity. This 
may seem to be a mere truism—saying that a being can de- 
velop only in some point in which he is undeveloped. But 
the prefix ‘im’ of the word immaturity means something posi- 
tive, not a mere void or lack. It is noteworthy that the terms 
‘capacity’ and ‘potentiality’ have a double meaning, one sense 
being negative, the other positive. Capacity may denote mere 
receptivity, like the capacity of a quart measure. We may 
mean by potentiality a merely dormant or quiescent state— 
a capacity to become something different under external in- 
fluences. But we also mean by capacity an ability, a power; 
and by potentiality potency, force. Now when we say that 
immaturity means the possibility of growth, we are not refer- 
ring to absence of powers which may exist at a later time; we 
express a force positively present—the ability to develop. 

Our tendency to take immaturity as mere lack, and 
growth as something which fills up the gap between the im- 
mature and the mature is due to regarding childhood com- 
paratively, instead of intrinsically. We treat it simply as a 
privation because we are measuring it by adulthood as a fixed 
standard. This fixes attention upon what the child has not, 
and will not have till he becomes a man. This comparative 
standpoint is legitimate enough for some purposes, but if we 
make it final, the question arises whether we are not guilty of 
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an overweening presumption. Children, if they could express 
themselves articulately and sincerely, would tell a different 
tale; and there is excellent adult authority for the conviction 
that for certain moral and intellectual purposes adults must 
become as little children. 

The seriousness of the assumption of the negative quality 
of the possibilities of immaturity is apparent when we reflect 
that it sets up as an ideal and standard a static end. The ful- 
fillment of growing is taken to mean an accomplished growth: 
that is to say, an Ungrowth, something which is no longer 
growing. The futility of the assumption is seen in the fact that 
every adult resents the imputation of having no further pos- 
sibilities of growth; and so far as he finds that they are closed 
to him mourns the fact as evidence of loss, instead of falling 
back on the achieved as adequate manifestation of power. 
Why an unequal measure for child and man? 

Taken absolutely, instead of comparatively, immaturity 
designates a positive force or ability, —the power to grow. We 
do not have to draw out or educe positive activities from a 
child, as some educational doctrines would have it. Where 
there is life, there are already eager and impassioned activities. 
Growth is not something done to them; it is something they 
do. The positive and constructive aspect of possibility gives 
the key to understanding the two chief traits of immaturity, 
dependence and plasticity. (1) It sounds absurd to hear de- 
pendence spoken of as something positive, still more absurd 
as a power. Yet if helplessness were all there were in depend- 
ence, no development could ever take place. A merely impo- 
tent being has to be carried, forever, by others. The fact that 
dependence is accompanied by growth in ability, not by an 
ever increasing lapse into parasitism, suggests that it is already 
something constructive. Being merely sheltered by others 
would not promote growth. For (2) it would only build a wall 
around impotence. With reference to the physical world, the 
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child is helpless. He lacks at birth and for a long time there- 
after power to make his way physically, to make his own liv- 
ing. If he had to do that by himself, he would hardly survive 
an hour. On this side his helplessness is almost complete. ‘The 
young of the brutes are immeasurably his superiors. He is 
physically weak and not able to turn the strength which he 
possesses to coping with the physical environment. 


1. The thoroughgoing character of this helplessness sug- 
gests, however, some compensating power. The relative ability 
of the young of brute animals to adapt themselves fairly well 
to physical conditions from an early period suggests the fact 
that their life is not intimately bound up with the life of those 
about them. They are compelled, so to speak, to have physical 
gifts because they are lacking in social gifts. Human infants, 
on the other hand, can get along with physical incapacity just 
because of their social capacity. We sometimes talk and think 
as if they simply happened to be physically in a social en- 
vironment; as if social forces exclusively existed in the adults 
who take care of them, they being passive recipients. If it 
were said that children are themselves marvelously endowed 
with power to enlist the codperative attention of others, this 
would be thought to be a backhanded way of saying that 
others are marvelously attentive to the needs of children. But 
observation shows that children are gifted with an equipment 
of the first order for social intercourse. Few grown-up persons 
retain all of the flexible and sensitive ability of children to 
vibrate sympathetically with the attitudes and doings of those 
about them. Inattention to physical things (going with in- 
capacity to control them) is accompanied by a corresponding 
intensification of interest and attention as to the doings of 
people. The native mechanism of the child and his impulses 
all tend to facile social responsiveness. The statement that 
children, before adolescence, are egotistically self-centered, 
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even if it were true, would not contradict the truth of this 
statement. It would simply indicate that their social respon- 
siveness is employed on their own behalf, not that it does not 
exist. But the statement is not true as matter of fact. The 
facts which are cited in support of the alleged pure egoism of 
children really show the intensity and directness with which 
they go to their mark. If the ends which form the mark seem 
narrow and selfish to adults, it is only because adults (by 
means of a similar engrossment in their day) have mastered 
these ends, which have consequently ceased to interest them. 
Most of the remainder of children’s alleged native egoism is 
simply an egoism which runs counter to an adult’s egoism. 
To a grown-up person who is too absorbed in his own affairs to 
take an interest in children's affairs, children doubtless seem 
unreasonably engrossed in their own affairs. 

From a social standpoint, dependence denotes a power 
rather than a weakness; it involves interdependence. There is 
always a danger that increased personal independence will 
decrease the social capacity of an individual. In making him 
more self-reliant, it may make him more self-sufficient; it may 
lead to aloofness and indifference. It often makes an individ- 
ual so insensitive in his relations to others as to develop an 
illusion of being really able to stand and act alone—an un- 
named form of insanity which is responsible for a large part 
of the remediable suffering of the world. 


2. The specific adaptability of an immature creature for 
growth constitutes his plasticity. This is something quite dif- 
ferent from the plasticity of putty or wax. It is not a capacity 
to take on change of form in accord with external pressure. 
It lies near the pliable elasticity by which some persons take 
on the color of their surroundings while retaining their own 
bent. But it is something deeper than this. It is essentially the 
ability to learn from experience; the power to retain from one 
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experience something which is of avail in coping with the diffi- 
culties of a later situation. This means power to modify ac- 
tions on the basis of the results of prior experiences, the power 
to develop dispositions. Without it, the acquisition of habits 
is impossible. 


Habits as Expressions of Growth. We have already noted 
that plasticity is the capacity to retain and carry over from 
prior experience factors which modify subsequent activities. 
This signifies the capacity to acquire habits, or develop def- 
nite dispositions. We have now to consider the salient fea- 
tures of habits. In the first place, a habit is a form of executive 
skill, of efficiency in doing. A habit means an ability to use 
natural conditions as means to ends. It is an active control 
of the environment through control of the organs of action. 
We are perhaps apt to emphasize the control of the body at 
the expense of control of the environment. We think of . 
walking, talking, playing the piano, the specialized skills char- 
acteristic of the etcher, the surgeon, the bridge-builder, as if 
they were simply ease, deftness, and accuracy on the part of 
the organism. They are that, of course; but the measure of the 
value of these qualities lies in the economical and effective 
control of the environment which they secure. To be able to 
walk is to have certain properties of nature at our disposal— 
and so with all other habits. 

Education is not infrequently defined as consisting in the 
acquisition of those habits that effect an adjustment of an 
individual and his environment. The definition expresses an 
essential phase of growth. But it is essential that adjustment be 
understood in its active sense of control of means for achiev- 
ing ends. If we think of a habit simply as a change wrought 
in the organism, ignoring the fact that this change consists in 
ability to effect subsequent changes in the environment, we 
shall be led to think of ‘adjustment’ as a conformity to envi- 
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ronment as wax conforms to the seal which impresses it. The 
environment is thought of as something fixed, providing in 
its fixity the end and standard of changes taking place in the 
organism; adjustment is just fitting ourselves to this fixity of 
external conditions.’ Habit as habituation is indeed something 
relatively passive; we get used to our surroundings—to our 
clothing, our shoes, and gloves; to the atmosphere as long as 
it is fairly equable; to our daily associates, etc. Conformity to 
the environment, a change wrought in the organism without 
reference to ability to modify surroundings, is a marked trait 
of such habituations. Aside from the fact that we are not en- 
titled to carry over the traits of such adjustments (which 
might well be called accommodations, to mark them off from 
active adjustments) into habits of active use of our surround- 
ings, two features of habituations are worth notice. In the 
first place, we get used to things by first using them. 

Consider getting used to a strange city. At first, there is 
excessive stimulation and excessive and illadapted response. 
Gradually certain stimuli are selected because of their rele- 
vancy, and others are degraded. We can say either that we 
do not respond to them any longer, or more truly that we have 
effected a persistent response to them—an equilibrium of 
adjustment. This means, in the second place, that this endur- 
ing adjustment supplies the background upon which are 
made specific adjustments, as occasion arises. We are never 
interested in changing the whole environment; there is much 
that we take for granted and accept just as it already is. Upon 
this background our activities focus at certain points in an 
endeavor to introduce needed changes. Habituation is thus 
our adjustment to an environment which at the time we are 


2 This conception is, of course, a logical correlate of the conceptions of 
the external relation of stimulus and response, considered in the last chapter 
[Democracy and Education], and of the negative conceptions of immaturity 


and plasticity noted in this chapter. 
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not concerned with modifying, and which supplies a leverage 
to our active habits. 


The Educational Bearings of the Conception of Develop- 
ment. We have had so far but little to say in this chapter 
about education. We have been occupied with the conditions 
and implications of growth. If our conclusions are justified, 
they carry with them, however, definite educational conse- 
quences. When it is said that education is development, 
everything depends upon how development is conceived. Our 
net conclusion is that life is development, and that develop- 
ing, growing, is life. Translated into its educational equiva- 
lents, this means (i) that the educational process has no end 
beyond itself; it is its own end; and that (ii) the educational 
process is one of continual reorganizing, reconstructing, trans- 
forming. 

1. Development when it is interpreted in comparative 
terms, that is, with respect to the special traits of child and 
adult life, means the direction of power into special channels: 
the formation of habits involving executive skill, definiteness 
of interest, and specific objects of observation and thought. 
But the comparative view is not final. The child has specific 
powers; to ignore that fact is to stunt or distort the organs 
upon which his growth depends. The adult uses his powers 
to transform his environment, thereby occasioning new stim- 
uli which redirect his powers and keep them developing. Ig- 
noring this fact means arrested development, a passive accom- 
modation. Normal child and normal adult alike, in other 
words, are engaged in growing. The difference between them 
is not the difference between growth and no growth, but be- 
tween the modes of growth appropriate to different condi- 
tions. With respect to the development of powers devoted 
to coping with specific scientific and economic problems, we 
may say the child should be growing in manhood. With re- 


106 


DEMOCRACY AND EDUCATION 


spect to sympathetic curiosity, unbiased responsiveness, and 
openness of mind, we may say that the adult should be grow- 
ing in childlikeness. One statement is as true as the other. 

Three ideas which have been criticized, namely, the 
merely privative nature of immaturity, static adjustment to a 
fixed environment, and rigidity of habit, are all connected 
with a false idea of growth or development,—that it is a move- 
ment toward a fixed goal. Growth is regarded as having an 
end, instead of being an end. The educational counterparts of 
the three fallacious ideas are first, failure to take account of 
the instinctive or native powers of the young; secondly, failure 
to develop initiative in coping with novel situations; thirdly, an 
undue emphasis upon drill and other devices which secure 
automatic skill at the expense of personal perception. In all 
cases, the adult environment is accepted as a standard for the 
child. He is to be brought up to it. 

Natural instincts are either disregarded or treated as 
nuisances—as obnoxious traits to be suppressed, or at all 
events to be brought into conformity with external standards. 
Since conformity is the aim, what is distinctively individual 
in a young person is brushed aside, or regarded as a source of 
mischief or anarchy. Conformity is made equivalent to uni- 
formity. Consequently, there are induced lack of interest in 
the novel, aversion to progress, and dread of the uncertain 
and the unknown. Since the end of growth is outside of and 
beyond the process of growing, external agents have to be 
resorted to to induce movement toward it. Whenever a 
method of education is stigmatized as mechanical, we may be 
sure that external pressure is brought to bear to reach an ex- 
ternal end. 

2. Since in reality there is nothing to which growth is 
relative save more growth, there is nothing to which educa- 
tion is subordinate save more education. It is a commonplace 
to say that education should not cease when one leaves school. 
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The point of this commonplace is that the purpose of school 
education is to insure the continuance of education by or- 
ganizing the powers that insure growth. The inclination to 
learn from life itself and to make the conditions of life such 
that all will learn in the process of living is the finest product 
of schooling. 

When we abandon the attempt to define immaturity by 
means of fixed comparison with adult accomplishments, we 
are compelled to give up thinking of it as denoting lack of 
desired traits. Abandoning this notion, we are also forced to 
surrender our habit of thinking of instruction as a method of 
supplying this lack by pouring knowledge into a mental and 
moral hole which awaits filling. Since life means growth, a 
living creature lives as truly and positively at one stage as at 
another, with the same intrinsic fullness and the same abso- 
lute claims. Hence education means the enterprise of supply- 
ing the conditions which insure growth, or adequacy of life, 
irrespective of age. We first look with impatience upon im- 
maturity, regarding it as something to be got over as rapidly as 
possible. Then the adult formed by such educative methods 
looks back with impatient regret upon childhood and youth 
as a scene of lost opportunities and wasted powers. This ironi- 
cal situation will endure till it is recognized that living has its 
own intrinsic quality and that the business of education is 
with that quality. 

Realization that life is growth protects us from that so- 
called idealizing of childhood which in effect is nothing but 
lazy indulgence. Life is not to be identified with every super- 
ficial act and interest. Even though it is not always easy to 
tell whether what appears to be mere surface fooling is a sign 
of some nascent as yet untrained power, we must remember 
that manifestations are not to be accepted as ends in them- 
selves. They are signs of possible growth. They are to be turned 
into means of development, of carrying power forward, not 
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indulged or cultivated for their own sake. Excessive attention 
to surface phenomena (even in the way of rebuke as well as 
of encouragement) may lead to their fixation and thus to ar- 
rested development. What impulses are moving toward, not 
what they have been, is the important thing for parent and 
teacher. 


Education as Reconstruction. In its contrast with the 
ideas both of unfolding of latent powers from within, and of 
formation from without, whether by physical nature or by the 
cultural products of the past, the ideal of growth results in the 
conception that education is a constant reorganizing or re- 
constructing of experience. It has all the time an immediate 
end, and so far as activity is educative, it reaches that end— 
the direct transformation of the quality of experience. Infancy, 
youth, adult life,—all stand on the same educative level in 
the sense that what is really learned at any and every stage of 
experience constitutes the value of that experience, and in the 
sense that it is the chief business of life at every point to make 
living thus contribute to an enrichment of its own perceptible 
meaning. 

We thus reach a technical definition of education: It is 
that reconstruction or reorganization of experience which adds 
to the meaning of experience, and which increases ability to 
direct the course of subsequent experience. (1) The incre- 
ment of meaning corresponds to the increased perception of 
the connections and continuities of the activities in which we 
are engaged. The activity begins in an impulsive form; that is, 
it is blind. It does not know what it is about; that is to say, 
what are its interactions with other activities. An activity 
which brings education or instruction with it makes one aware 
of some of the connections which had been imperceptible. To 
recur to our simple example, a child who reaches for a bright 
light gets burned. Henceforth he knows that a certain act of 


109 


THE PRAGMATIC PHILOSOPHY OF EDUCATION 


touching in connection with a certain act of vision (and vice- 
versa) means heat and pain; or, a certain light means a source 
of heat. The acts by which a scientific man in his laboratory 
learns more about flame differ no whit in principle. By doing 
certain things, he makes perceptible certain connections of 
heat with other things, which had been previously ignored. 
"Thus his acts in relation to these things get more meaning; 
he knows better what he is doing or ‘is about’ when he has to 
do with them; he can intend consequences instead of just let- 
ting them happen—all synonymous ways of saying the same 
thing. At the same stroke, the flame has gained in meaning; 
all that is known about combustion, oxidation, about light 
and temperature, may become an intrinsic part of its intel- 
lectual content. 

(2) The other side of an educative experience is an added 
power of subsequent direction or control. To say that one 
knows what he is about, or can intend certain consequences, 
is to say, of course, that he can better anticipate what is going 
to happen; that he can, therefore, get ready or prepare in 
advance so as to secure beneficial consequences and avert un- 
desirable ones. A genuinely educative experience, then, one 
in which instruction is conveyed and ability increased, is con- 
tradistinguished from a routine activity on one hand, and a 
capricious activity on the other. (a) In the latter one ‘does not 
care what happens'; one just lets himself go and avoids con- 
necting the consequences of one's act (the evidences of its 
connections with other things) with the act. It is customary 
to frown upon such aimless random activity, treating it as 
willful mischief or carelessness or lawlessness. But there is a 
tendency to seek the cause of such aimless activities in the 
youth’s own disposition, isolated from everything else. But in 
fact such activity is explosive, and due to maladjustment with 
surroundings. Individuals act capriciously whenever they act 
under external dictation, or from being told, without having 
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a purpose of their own or perceiving the bearing of the deed 
upon other acts. One may learn by doing something which he 
does not understand; even in the most intelligent action, we 
do much which we do not mean, because the largest portion 
of the connections of the act we consciously intend are not 
perceived or anticipated. But we learn only because after the 
act is performed we note results which we had not noted be- 
fore. But much work in school consists in setting up rules by 
which pupils are to act of such a sort that even after pupils 
have acted, they are not led to see the connection between 
the result—say the answer—and the method pursued. So far 
as they are concerned, the whole thing is a trick and a kind of 
miracle. Such action is essentially capricious, and leads to 
capricious habits. (b) Routine action, action which is auto- 
matic, may increase skill to do a particular thing. In so far, it 
might be said to have an educative effect. But it does not lead 
to new perceptions of bearings and connections; it limits 
rather than widens the meaning-horizon. And since the en- 
vironment changes and our way of acting has to be modified 
in order successfully to keep a balanced connection with 
things, an isolated uniform way of acting becomes disastrous 
at some critical moment. The vaunted ‘skill’ turns out gross 
ineptitude. 

The essential contrast of the idea of education as con- 
tinuous reconstruction with the other one-sided conceptions 
which have been criticized in this and the previous chapter 
is that it identifies the end (the result) and the process. This 
is verbally self-contradictory, but only verbally. It means that 
experience as an active process occupies time and that its 
later period completes its earlier portion; it brings to light 
connections involved but hitherto unperceived. The later out- 
come thus reveals the meaning of the earlier, while the experi- 
ence as a whole establishes a bent or disposition toward the 
things possessing this meaning. Every such continuous ex- 
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perience or activity is educative, and all education resides in 
having such experiences. 

It remains only to point out (what will receive more am- 
ple attention later) that the reconstruction of experience may 
be social as well as personal. For purposes of simplification we 
have spoken in the earlier chapters somewhat as if the educa- 
tion of the immature which fills them with the spirit of the 
social group to which they belong, were a sort of catching up 
of the child with the aptitudes and resources of the adult 
group. In static societies, societies which make the main- 
tenance of established custom their measure of value, this 
conception applies in the main. But not in progressive com- 
munities. They endeavor to shape the experiences of the young 
so that instead of reproducing current habits, better habits 
shall be formed, and thus the future adult society be an im- 
provement on their own. Men have long had some intimation 
of the extent to which education may be consciously used to 
eliminate obvious social evils through starting the young on 
paths which shall not produce these ills, and some idea of the 
extent in which education may be made an instrument of 
realizing the better hopes of men. But we are doubtless far 
from realizing the potential efficacy of education as a con- 
structive agency of improving society, from realizing that it 
represents not only a development of children and youth — 
but also of the future society of which they will be the con- — 
stituents, 


The Democratic Ideal. The two elements in our criterion 
both point to democracy. The first signifies not only more 
numerous and more varied points of shared common interest, 
but greater reliance upon the recognition of mutual interests 
as a factor in social control. The second means not only freer 
interaction between social groups (once isolated so far as in- 
tention could keep up a separation) but change in social 
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habit—its continuous readjustment through meeting the new 
situations produced by varied intercourse. And these two traits 
are precisely what characterize the democratically constituted 
society. 

Upon the educational side, we note first that the realiza- 
tion of a form of social life in which interests are mutually 
interpenetrating, and where progress, or readjustment, is an 
important consideration, makes a democratic community more 
interested than other communities have cause to be in deliber- 
ate and systematic education. The devotion of democracy to 
education is a familiar fact. The superficial explanation is 
that a government resting upon popular suffrage cannot be 
successful unless those who elect and who obey their gov- 
ernors are educated. Since a democratic society repudiates 
the principle of external authority, it must find a substitute 
in voluntary disposition and interest; these can be created 
only by education. But there is a deeper explanation. A 
democracy is more than a form of government; it is primarily 
a mode of associated living, of conjoint communicated ex- 
perience. The extension in space of the number of individuals 
who participate in an interest so that each has to refer his 
own action to that of others, and to consider the action of 
others to give point and direction to his own, is equivalent to 
the breaking down of those barriers of class, race, and national 
territory which kept men from perceiving the full import of 
their activity. These more numerous and more varied points 
of contact denote a greater diversity of stimuli to which an 
individual has to respond; they consequently put a premium 
on variation in his action. They secure a liberation of powers 
which remain suppressed as long as the incitations to action 
are partial, as they must be in a group which in its exclusive- 
ness shuts out many interests. 

The widening of the area of shared concerns, and the 
liberation of a greater diversity of personal capacities which 
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characterize a democracy, are not of course the product of 
deliberation and conscious effort. On the contrary, they 
were caused by the development of modes of manufacture 
and commerce, travel, migration, and intercommunication 
which flowed from the command of science over natural 
energy. But after greater individualization on one hand, and 
a broader community of interest on the other have come 
into existence, it is a matter of deliberate effort to sustain and 
extend them. Obviously a society to which stratification into 
separate classes would be fatal, must see to it that intellectual 
opportunities are accessible to all on equable and easy terms. 
A society marked off into classes need be specially attentive 
only to the education of its ruling elements. A society which 
is mobile, which is full of channels for the distribution of a 
change occurring anywhere, must see to it that its members 
are educated to personal initiative and adaptability. Other- 
wise, they will be overwhelmed by the changes in which they 
are caught and whose significance or connections they do not 
perceive. The result will be a confusion in which a few will 
appropriate to themselves the results of the blind and exter- 
nally directed activities of others. 


The Nature of an Aim. The account of education given 
in our earlier chapters virtually anticipated the results reached 
in a discussion of the purport of education in a democratic 
community. For it assumed that the aim of education is to 
enable individuals to continue their education—or that the 
object and reward of learning is continued capacity for 
growth. Now this idea cannot be applied to all the members 
of a society except where intercourse of man with man is 
mutual, and except where there is adequate provision for the 
reconstruction of social habits and institutions by means of 
wide stimulation arising from equitably distributed interests. 
And this means a democratic society. In our search for aims 


114 


DEMOCRACY AND EDUCATION 


in education, we are not concerned, therefore, with finding 
an end outside of the educative process to which education is 
subordinate. Our whole conception forbids. We are rather 
concerned with the contrast which exists when aims belong 
within the process in which they operate and when they are 
set up from without. And the latter state of affairs must ob- 
tain when social relationships are not equitably balanced. For 
in that case, some portions of the whole social group will find 
their aims determined by an external dictation; their aims 
will not arise from the free growth of their own experience, 
and their nominal aims will be means to more ulterior ends of 
others rather than truly their own. 


Interest. . . . Interest, concern, mean that self and 
world are engaged with each other in a developing situation. 

The word interest, in its ordinary usage, expresses (i) 
the whole state of active development, (ii) the objective re- 
sults that are foreseen and wanted, and (iii) the personal 
emotional inclination. (i) An occupation, employment, pur- 
suit, business is often referred to as an interest. Thus we say 
that a man’s interest is politics, or journalism, or philanthropy, 
or archeology, or collecting Japanese prints, or banking. 
(ii) By an interest we also mean the point at which an object 
touches or engages a man; the point where it influences him. 
In some legal transactions a man has to prove “interest” in 
order to have a standing at court. He has to show that some 
proposed step concerns his affairs. A silent partner has an in- 
terest in a business, although he takes no active part in its 
conduct, because its prosperity or decline affects his profits and 
liabilities. (iii) When we speak of a man as interested in this 
or that the emphasis falls directly upon his personal attitude. 
To be interested is to be absorbed in, wrapped up in, carried 
away by, some object. To take an interest is to be on the alert, 
to care about, to be attentive. We say of an interested person 
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both that he has lost himself in some affair and that he has 
found himself in it. Both terms express the engrossment of the 
self in an object. 

When the place of interest in education is spoken of ina 
depreciatory way, it will be found that the second of the mean- 
ings mentioned is first exaggerated and then isolated. Interest 
is taken to mean merely the effect of an object upon personal 
advantage or disadvantage, success or failure. Separated from 
any objective development of affairs, these are reduced to 
mere personal states of pleasure or pain. Educationally, it 
then follows that to attach importance to interest means to 
attach some feature of seductiveness to material otherwise in- 
different; to secure attention and effort by offering a bribe of 
pleasure. This procedure is properly stigmatized as “soft” 
pedagogy; as a “‘soup-kitchen” theory of education. 

But the objection is based upon the fact—or assumption 
—that the forms of skill to be acquired and the subject mat- 
ter to be appropriated have no interest on their own account: 
in other words, they are supposed to be irrelevant to the nor- 
mal activities of the pupils. The remedy is not in finding fault 
with the doctrine of interest, any more than it is to search 
for some pleasant bait that may be hitched to the alien 
material. It is to discover objects and modes of action, which 
are connected with present powers. The function of this 
material in engaging activity and carrying it on consistently 
and continuously is its interest. If the material operates in this 
way, there is no call either to hunt for devices which will 
make it interesting or to appeal to arbitrary, semi-coerced ef 
fort. 

The word interest suggests, etymologically, what is be- 
tween—that which connects two things otherwise distant. In 
education, the distance covered may be looked at as tempo- 
rary. The fact that a process takes time to mature is so obvious 
a fact that we rarely make it explicit. We overlook the fact 
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that in growth there is ground to be covered between an in- 
itial stage of process and the completing period; that there is 
something intervening. In learning, the present powers of the 
pupil are the initial stage; the aim of the teacher represents 
the remote limit. Between the two lie means—that is, middle 
conditions:—acts to be performed; difficulties to be overcome; 
appliances to be used. Only through them, in the literal time 
sense, will the initial activities reach a satisfactory consum- 
mation. 

These intermediate conditions are of interest precisely 
because the development of existing activities into the fore- 
seen and desired end depends upon them. To be means for the 
achieving of present tendencies to be “between” the agent 
and his end, to be of interest, are different names for the 
same thing. When material has to be made interesting, it 
signifies that as presented, it lacks connection with purposes 
and present power: or that if the connection be there, it is 
not perceived. To make it interesting by leading one to realize 
the connection that exists is simply good sense; to make it 
interesting by extraneous and artificial inducements deserves 
all the bad names which have been applied to the doctrine 
of interest in education. 

So much for the meaning of the term interest. Now for 
that of discipline. Where an activity takes time, where many 
means and obstacles lie between its initiation and completion, 
deliberation and persistence are required. It is obvious that a 
very large part of the everyday meaning of will is precisely the 
deliberate or conscious disposition to persist and endure in a 
planned course of action in spite of difficulties and contrary 
solicitations. A man of strong will, in the popular usage of the 
words, is a man who is neither fickle nor halfhearted in achiev- 
ing chosen ends. His ability is executive; that is, he persistently 
and energetically strives to execute or carry out his aims. A 
weak will is unstable as water. 
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Discipline. A person who is trained to consider his ac- 
tions, to undertake them deliberately, is in so far forth disci- 
plined. Add to this ability a power to endure in an intelligently 
chosen course in face of distraction, confusion, and difficulty, 
and you have the essence of discipline. Discipline means 
power at command; mastery of the resources available for 
carrying through the action undertaken. To know what one 
is to do and to move to do it promptly and by use of the 
requisite means is to be disciplined, whether we are thinking 
of an army or a mind. Discipline is positive. To cow the 
spirit, to subdue inclination, to compel obedience, to mortify 
the flesh, to make a subordinate perform an uncongenial 
task—these things are or are not disciplinary according as 
they do or do not tend to the development of power to rec- 
ognize what one is about and to persistence in accomplish- 
ment. 

It is hardly necessary to press the point that interest 
and discipline are connected, not opposed. (i) Even the more 
purely intellectual phase of trained power—apprehension of 
what one is doing as exhibited in consequences—is not pos- 
sible without interest. Deliberation will be perfunctory and 
superficial where there is no interest. Parents and teachers 
often complain—and correctly—that children “do not want 
to hear, or want to understand." Their minds are not upon 
the subject precisely because it does not touch them; it does” 
not enter into their concerns. This is a state of things that 
needs to be remedied, but the remedy is not in the use of 
methods which increase indifference and aversion. Even 
punishing a child for inattention is one way of trying to make 
him realize that the matter is not a thing of complete uncon- 
cern; it is one way of arousing "interest," or bringing about a 
sense of connection. In the long run, its value is measured 
by whether it supplies a mere physical excitation to act in the 
way desired by the adult or whether it leads the child "to 


118 


DEMOCRACY AND EDUCATION 


think” —that is, to reflect upon his acts and impregnate them 
with aims. (ii) That interest is requisite for executive per- 
sistence is even more obvious. Employers do not advertise for 
workmen who are not interested in what they are doing. If one 
were engaging a lawyer or a doctor, it would never occur to 
one to reason that the person engaged would stick to his work 
more conscientiously if it was so uncongenial to him that he 
did it merely from a sense of obligation. Interest measures—or 
rather is—the depth of the grip which the foreseen end has 
upon one in moving one to act for its realization. 


The Nature of Experience. The nature of experience can 
be understood only by noting that it includes an active and a 
passive element peculiarly combined. On the active hand, 
experience is trying—a meaning which is made explicit in the 
connected term experiment. On the passive, it is undergoing. 
When we experience something we act upon it, we do some- 
thing with it; then we suffer or undergo the consequences. 
We do something to the thing and then it does something to 
us in return: such is the peculiar combination. The connec- 
tion of these two phases of experience measures the fruitful- 
ness or value of the experience. Mere activity does not con- 
stitute experience. It is dispersive, centrifugal, dissipating. 
Experience as trying involves change, but change is meaning- 
less transition unless it is consciously connected with the re- 
turn wave of consequences which flow from it. When an 
activity is continued into the undergoing of consequences, 
when the change made by action is reflected back into a 
change made in us, the mere flux is loaded with significance. 
We learn something. It is not experience when a child merely 
sticks his finger into a flame; it is experience when the move- 
ment is connected with the pain which he undergoes in conse- 
quence. Henceforth the sticking of the finger into flame means 
a burn, Being burned is a mere physical change, like the burn- 
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ing of a stick of wood, if it is not perceived as a consequence 
of some other action. 

Blind and capricious impulses hurry us on heedlessly 
from one thing to another. So far as this happens, everything 
is writ in water. There is none of that cumulative growth 
which makes an experience in any vital sense of that term. On 
the other hand, many things happen to us in the way of pleas- 
ure and pain which we do not connect with any prior activity 
of our own. They are mere accidents so far as we are concerned, 
There is no before or after to such experience; no retrospect 
nor outlook, and consequently no meaning. We get nothing 
which may be carried over to foresee what is likely to happen 
next, and no gain in ability to adjust ourselves to what is 
coming—no added control. Only by courtesy can such an ex- 
perience be called experience. To “learn from experience” is 
to make a backward and forward connection between what 
we do to things and what we enjoy or suffer from things in con- 
sequence. Under such conditions, doing becomes a trying; an 
experiment with the world to find out what it is like; the under- 
going becomes instruction—discoyery of the connection of 
things. 


Experience and Thinking. So much for the general fea- 
tures of a reflective experience. They are (i) perplexity, confu- , 
sion, doubt, due to the fact that one is implicated in an in- 
complete situation whose full character is not yet determined; 
(ii) a conjectural anticipation—a tentative interpretation of 
the given elements, attributing to them a tendency to effect 
certain consequences; (iii) a careful survey (examination, 
inspection, exploration, analysis) of all attainable considera- 
tion which will define and clarify the problem in hand; (iv) a 
consequent elaboration of the tentative hypothesis to make it 
More precise and more consistent, because squaring with a 
wider range of facts; (v) taking one stand upon the projected 
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hypothesis as a plan of action which is applied to the existing 
state of affairs: doing something overtly to bring about the 
anticipated result, and thereby testing the hypothesis. It is the 
extent and accuracy of steps three and four which mark off 
a distinctive reflective experience from one on the trial and 
error plane. They make thinking itself into an experience. 
Nevertheless, we never get wholly beyond the trial and error 
situation. Our most elaborate and rationally consistent thought 
has to be tried in the world and thereby tried out. And since it 
can never take into account all the connections, it can never 
cover with perfect accuracy all the consequences. Yet a 
thoughtful survey of conditions is so careful, and the guess- 
ing at results so controlled, that we have a right to mark off 
the reflective experience from the grosser trial and error forms 
of action. 


Thinking in Education. The initial stage of that develop- 
ing experience which is called thinking is experience. This 
remark may sound like a silly truism. It ought to be one; but 
unfortunately it is not. On the contrary, thinking is often re- 
garded both in philosophic theory and in educational practice 
as something cut off from experience, and capable of being 
cultivated in isolation. In fact, the inherent limitations of ex- 
perience are often urged as the sufficient ground for attention 


* to thinking. Experience is then thought to be confined to the 


senses and appetites; to a mere material world, while think- 
ing proceeds from a higher faculty (of reason), and is occu- 
pied with spiritual or at least literary things. So oftentimes, a 
sharp distinction is made between pure mathematics as a 
peculiarly fit subject matter of thought (since it has nothing 
to do with physical existences) and applied mathematics, 
which has utilitarian but not mental value. 

Speaking generally, the fundamental fallacy in methods 
of instruction lies in supposing that experience on the part 
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of pupils may be assumed. What is here insisted upon is the 
necessity of an actual empirical situation as the initiating 
phase of thought. Experience is here taken as previously de- 
fined: trying to do something and having the thing perceptibly 
do something to one in return. The fallacy consists in suppos- 
ing that we can begin with ready-made subject matter of 
arithmetic, or geography, or whatever, irrespective of some 
direct personal experience of a situation. 


No one has ever explained why children are so full of 
questions outside of the school (so that they pester grown-up 
persons if they get any encouragement), and the conspicuous 
absence of display of curiosity about the subject matter of 
school lessons. Reflection on this striking contrast will throw 
light upon the question of how far customary school condi- 
tions supply a context of experience in which problems 
naturally suggest themselves. No amount of improvement in 
the personal technique of the instructor will wholly remedy 
this state of things. There must be more actual material, 
more stuff, more appliances, and more opportunities for doing 
things, before the gap can be overcome. And where chil- 
dren are engaged in doing things and in discussing what arises 
in the course of their doing, it is found, even with compara- 
tively indifferent modes of instruction, that children's in- 
quiries are spontaneous and numerous, and the proposals of 
solution advanced, varied, and ingenious. 

As a consequence of the absence of the materials and oc- 
cupations which generate real problems, the pupil's problems 
are not his; or, rather, they are his only as a pupil, not as a hu- 
man being. Hence the lamentable waste in carrying over 
such expertness as is achieved in dealing with them to the 
affairs of life beyond the schoolroom. A pupil has a problem, 
but it is the problem of meeting the peculiar requirements set 
by the teacher. His problem becomes that of finding out what 
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the teacher wants, what will satisfy the teacher in recitation 
and examination and outward deportment. Relationship to 
subject matter is no longer direct. The occasions and ma- 
terial of thought are not found in the arithmetic or the his- 
tory or geography itself, but in skillfully adapting that material 
to the teacher's requirements. The pupil studies, but uncon- 
sciously to himself the objects of his study are the conventions 
and standards of the school system and school authority, not 
the nominal "studies." The thinking thus evoked is artificially 
one-sided at the best. At its worst, the problem of the pupil 
is not how to meet the requirements of school life, but how 
to seem to meet them—or, how to come near enough to meet- 
ing them to slide along without an undue amount of friction. 
The type of judgment formed by these devices is not a de- 
sirable addition to character. If these statements give too 
highly colored a picture of usual school methods, the exag- 
geration may at least serve to illustrate the point: the need 
of active pursuits, involving the use of material to accomplish 
purposes, if there are to be situations which normally generate 
problems occasioning thoughtful inquiry. 


The Unity of Subject Matter and Method. The trinity 

of school topics is subject matter, methods, and administra- 
„tion or government. We have been concerned with the two 
former in recent chapters. It remains to disentangle them 
from the context in which they have been referred to, and 
discuss explicitly their nature. We shall begin with the topic 
of method, since that lies closest to the considerations of the 
last chapter. Before taking it up, it may be well, however, to 
call express attention to one implication of our theory; the 
connection of subject matter and method with each other. 
The idea that mind and world of things and persons are two 
separate and independent realms—a theory which philo- 
sophically is known as dualism—carries with it the conclusion 
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that method and subject matter of instruction are separate 
affairs. Subject matter then becomes a ready-made system- 
atized classification of the facts and principles of the world of 
nature and man. Method then has for its province a considera- 
tion of the ways in which this antecedent subject matter may 
be best presented to and impressed upon the mind; or, a con- 
sideration of the ways in which the mind may be externally 
brought to bear upon the matter so as to facilitate its acquisi- 
tion and possession. In theory, at least, one might deduce from 
a science of mind as something existing by itself a complete 
theory of methods of learning, with no knowledge of the sub- 
jects to which the methods are to be applied. Since many 
who are actually most proficient in various branches of sub- 
ject matter are wholly innocent of these methods, this state of 
affairs gives opportunity for the retort that pedagogy, as an al- 
leged science of methods of the mind in learning, is futile;—a 
mere screen for concealing the necessity a teacher is under of 
profound and accurate acquaintance with the subject in hand. 

But since thinking is a directed movement of subject 
matter to a completing issue, and since mind is the deliberate 
and intentional phase of the process, the notion of any such 
split is radically false. The fact that the material of a science is 
organized is evidence that it has already been subjected to in- 


telligence; it has been methodized, so to say. Zoólogy as a_ 


Systematic branch of knowledge represents crude, scattered 
facts of our ordinary acquaintance with animals after they 
have been subjected to careful examination, to deliberate sup- 
plementation, and to arrangement to bring out connections 
which assist observation, memory, and further inquiry. Instead 
of furnishing a starting point for learning, they mark out a 
consummation. Method means that arrangement of subject 
matter which makes it most effective in use. Never is method 
something outside of the material. 

How about method from the standpoint of an individual 
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who is dealing with subject matter? Again, it is not something 
external. It is simply an effective treatment of material— 
efficiency meaning such treatment as utilizes the material 
(puts it to a purpose) with a minimum of waste of time and 
energy. We can distinguish a way of acting, and discuss it by 
itself; but the way exists only as a way-of-dealing-with-material. 
Method is not antithetical to subject matter; it is the effective 
direction of subject matter to desired results. It is antithetical 
to random and ill-considered action,—ill-considered signify- 
ing ill-adapted. 


The Nature of Method. A consideration of some evils in 
education that flow from the isolation of method from subject 
matter will make the point more definite. (i) In the first place, 
there is the neglect (of which we have spoken) of concrete 
situations of experience. There can be no discovery of a 
method without cases to be studied. The method is derived 
from observation of what actually happens, with a view to 
seeing that it happen better next time. But in instruction and 
discipline, there is rarely sufficient opportunity for children 
and youth to have the direct normal experiences from which 
educators might derive an idea of method or order of best de- 


velopment. Experiences are had under conditions of such con- 


straint that they throw little or no light upon the normal 
course of an experience to its fruition. "Methods" have 
then to be authoritatively recommended to teachers, instead 
of being an expression of their own intelligent observations. 
Under such circumstances, they have a mechanical uniformity, 
assumed to be alike for all minds. Where flexible personal 
experiences are promoted by providing an environment which 
calls out directed occupations in work and play, the methods 
ascertained will vary with individuals—for it is certain that 
each individual has something characteristic in his way of 
going at things. 
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(ii) In the second place, the notion of methods isolated 
from subject matter is responsible for the false conceptions 
of discipline and interest already noted. When the effective 
way of managing material is treated as something ready-made 
apart from material, there are just three possible ways in which 
to establish a relationship lacking by assumption. One is to 
utilize excitement, shock of pleasure, tickling the palate. 
Another is to make the consequences of not attending 
painful; we may use the menace of harm to motivate concern 
with the alien subject matter. Or a direct appeal may be made 
to the person to put forth effort without any reason. We may 
rely upon immediate strain of “will.” In practice, however, the 
latter method is effectual only when instigated by fear of 
unpleasant results. 

(iii) In the third place, the act of learning is made a 
direct and conscious end in itself. Under normal conditions, 
learning is a product and reward of occupation with subject 
matter. Children do not set out, consciously, to learn walking 
or talking. One sets out to give his impulses for communica- 
tion and for fuller intercourse with others a show. He learns 
in consequence of his direct activities. The better methods of 
teaching a child, say, to read, follow the same road. They do 
not fix his attention upon the fact that he has to learn some- 
thing and so make his attitude self-conscious and constrained. 
They engage his activities, and in the process of engagement 
he learns: the same is true of the more successful methods in 
dealing with number or whatever. But when the subject 
matter is not used in carrying forward impulses and habits to 
significant results, it is just something to be learned. The 
pupil's attitude to it is just that of having to learn it. Condi- 
tions more unfavorable to an alert and concentrated response 
would be hard to devise. Frontal attacks are cven more 
wasteful in learning than in war. This does not mean, however, 
that students are to be seduced unaware into preoccupation 
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with lessons. It means that they shall be occupied with them 
for real reasons or ends, and not just as something to be 
learned. This is accomplished whenever the pupil perceives 
the place occupied by the subject matter in the fulfilling of 
some experience. 

(iv) In the fourth place, under the influence of the con- 
ception of the separation of mind and material, method tends 
to be reduced to a cut and dried routine, to following mechani- 
cally prescribed steps. No one can tell in how many school- 
rooms children reciting in arithmetic or grammar are com- 
pelled to go through, under the alleged sanction of method, 
certain preordained verbal formule. Instead of being en- 
couraged to attack their topics directly, experimenting with 
methods that seem promising and learning to discriminate 
by the consequences that accrue, it is assumed that there is 
one fixed method to be followed. It is also naively assumed 
that if the pupils make their statements and explanations in 
a certain form of "analysis," their mental habits will in time 
conform. Nothing has brought pedagogical theory into greater 
disrepute than the belief that it is identified with handing 
out to teachers recipes and models to be followed in teaching. 
Flexibility and initiative in dealing with problems are char- 
acteristic of any conception to which method is a way of man- 
aging material to develop a conclusion. Mechanical rigid 
woodenness is an inevitable corollary of any theory which 
separates mind from activity motivated by a purpose. 


It would be much better to have fewer facts and truths 
in instruction—that is, fewer things supposedly accepted,—if 
a smaller number of situations could be intellectually worked 
out to the point where conviction meant something real— 
some identification of the self with the type of conduct de- 
manded by facts and foresight of results. The most permanent 
bad results of undue complication of school subjects and con- 
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gestion of school studies and lessons are not the worry, nerv- 
ous strain, and superficial acquaintance that follow (serious 
as these are), but the failure to make clear what is involved 
in really knowing and believing a thing. Intellectual responsi- 
bility means severe standards in this regard. These standards 
can be built up only through practice in following up and 
acting upon the meaning of what is acquired. 

Intellectual thoroughness is thus another name for the 
attitude we are considering. There is a kind of thoroughness 
which is almost purely physical: the kind that signifies me- 
chanical and exhausting drill upon all the details of a subject. 
Intellectual thoroughness is seeing a thing through. It de- 
pends upon a unity of purpose to which details are subordi- 
nated, not upon presenting a multitude of disconnected de- 
tails. It is manifested in the firmness with which the full 
meaning of the purpose is developed, not in attention, how- 
ever “conscientious” it may be, to the steps of action exter- 
nally imposed and directed. 


Subject Matter of Educator and of Learner. So far as 
the nature of subject matter in principle is concerned, there 
is nothing to add to what has been said (see ante, p. 158 
[Democracy and Education] ). It consists of the facts observed, 
recalled, read, and talked about, and the ideas suggested, in 
course of a development of a situation having a purpose. This ' 
Statement needs to be rendered more specific by connecting 
it with the materials of school instruction, the studies which 
make up the curriculum. What is the significance of our defi- 
nition in application to reading, writing, mathematics, history, 
nature study, drawing, singing, physics, chemistry, modern 
and foreign languages, and so on? 

Let us recur to two of the points made carlier in our dis- 
cussion. The educator's part in the enterprise of education is 
to furnish the environment which stimulates responses and 
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directs the learner’s course. In last analysis, all that the educa- 
tor can do is modify stimuli so that response will as surely as 
is possible result in the formation of desirable intellectual and 
emotional dispositions. Obviously studies or the subject mat- 
ter of the curriculum have intimately to do with this business 
of supplying an environment. The other point is the necessity 
of a social environment to give meaning to habits formed. In 
what we have termed informal education, subject matter is 
carried directly in the matrix of social intercourse. 


The Nature of Subject Matter. The points need to be 
considered from the standpoint of instructor and of student. 
To the former, the significance of a knowledge of subject mat- 
ter, going far beyond the present knowledge of pupils, is to 
supply definite standards and to reveal to him the possibilities 
of the crude activities of the immature. (i) The material of 
school studies translates into concrete and detailed terms the 
meanings of current social life which it is desirable to trans- 
mit. It puts clearly before the instructor the essential ingredi- 
ents of the culture to be perpetuated, in such an organized 
form as to protect him from the haphazard efforts he would 
be likely to indulge in if the meanings had not been standard- 
ized. (ii) A knowledge of the ideas which have been achieved 


, in the past as the outcome of activity places the educator in 


a position to perceive the meaning of the seeming impulsive 
and aimless reactions of the young, and to provide the stimuli 
needed to direct them so that they will amount to something. 
The more the educator knows of music the more he can per- 
ceive the possibilities of the inchoate musical impulses of a 
child. Organized subject matter represents the ripe fruitage of 
experiences like theirs, experiences involving the same world, 
and powers and needs similar to theirs. It does not represent 
perfection or infallible wisdom; but it is the best at command 
to further new experiences which may, in some respects at 
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least, surpass the achievements embodied in existing knowl- 
edge and works of art. 

From the standpoint of the educator, in other words, the 
various studies represent working resources, available capital. 
Their remoteness from the experience of the young is not, 
however, seeming; it is real. The subject matter of the learner 
is not, therefore, it cannot be, identical with the formulated, 
the crystallized, and systematized subject matter of the adult; 
the material as found in books and in works of art, etc. The 
latter represents the possibilities of the former; not its exist- 
ing state. It enters directly into the activities of the expert and 
the educator, not into that of the beginner, the learner. Fail- 
ure to bear in mind the difference in subject matter from the 
respective standpoints of teacher and student is responsible 
for most of the mistakes made in the use of texts and other 
expressions of preéxistent knowledge. 

The need for a knowledge of the constitution and func- 
tions, in the concrete, of human nature is great just because 
the teacher's attitude to subject matter is so different from 
that of the pupil. The teacher presents in actuality what the 
pupil represents only in posse. That is, the teacher already 
knows the things which the student is only learning. Hence 
the problem of the two is radically unlike. When engaged in 
the direct act of teaching, the instructor needs to have subject 
matter at his fingers’ ends; his attention should be upon the ` 
attitude and response of the pupil. To understand the latter 
in its interplay with subject matter is his task, while the pu- 
pil’s mind, naturally, should be not on itself but on the topic 
in hand. Or to state the same point in a somewhat different 
manner: the teacher should be occupied not with subject mat- 
ter in itself but in its interaction with the pupil’s present 
needs and capacities, Hence simple scholarship is not enough. 
In fact, there are certain features of scholarship or mastered 
subject matter—taken by itself—which get in the way of ef 


130 


DEMOCRACY AND EDUCATION 


fective teaching unless the instructor's habitual attitude is one 
of concern with its interplay in the pupil’s own experience. 
In the first place, his knowledge extends indefinitely beyond 
the range of the pupil’s acquaintance. It involves principles 
which are beyond the immature pupil’s understanding and 
interest. In and of itself, it may no more represent the living 
world of the pupil’s experience than the astronomer’s knowl- 
edge of Mars represents a baby’s acquaintance with the room 
in which he stays. In the second place, the method of organi- 
zation of the material of achieved scholarship differs from that 
of the beginner. It is not true that the experience of the young 
is unorganized—that it consists of isolated scraps. But it is 
organized in connection with direct practical centers of in- 
terest. The child’s home is, for example, the organizing cen- 
ter of his geographical knowledge. His own movements about 
the locality, his journeys abroad, the tales of his friends, give 
the ties which hold his items of information together. But 
the geography of the geographer, of the one who has already 
developed the implications of these smaller experiences, is 
organized on the basis of the relationship which the various 
facts bear to one another—not the relations which they bear 
to his house, bodily movements, and friends. To the one who 
is learned, subject matter is extensive, accurately defined, and 
logically interrelated. To the one who is learning, it is fluid, 
partial, and connected through his personal occupations.? The 
problem of teaching is to keep the experience of the student 
moving in the direction of what the expert already knows. 
Hence the need that the teacher know both subject matter 
and the characteristic needs and capacities of the student. 


The Development of Subject Matter in the Learner. It 
is possible, without doing violence to the facts, to mark off 


?Since the learned man should also still be a learner, it will be under- 
stood that these contrasts are relative, not absolute. But in the earlier stages 
of learning at least they are practically all-important. 
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three fairly typical stages in the growth of subject matter in 
the experience of the learner. In its first estate, knowledge 
exists as the content of intelligent ability—power to do. This 
kind of subject matter, or known material, is expressed in 
familiarity or acquaintance with things. Then this material 
gradually is surcharged and deepened through communicated 
knowledge or information. Finally, it is enlarged and worked 
over into rationally or logically organized material—that of 
the one who, relatively speaking, is expert in the subject. 


Theories of Knowledge. While the content of knowledge 
is what has happened, what is taken as finished and hence 
settled and sure, the reference of knowledge is future or pros- 
pective. For knowledge furnishes the means of understanding 
or giving meaning to what is still going on and what is to 
be done. The knowledge of a physician is what he has found 
out by personal acquaintance and by study of what others 
have ascertained and recorded. But it is knowledge to him 
because it supplies the resources by which he interprets the 
unknown things which confront him, fills out the partial 
obvious facts with connected suggested phenomena, foresees 
their probable future, and makes plans accordingly. When 
knowledge is cut off from use in giving meaning to what is 
blind and baffling, it drops out of consciousness entirely or 
else becomes an object of esthetic contemplation. ; 


Yet many of the philosophic schools of method which 
have been mentioned transform the ignoring into a virtual 
denial. They regard knowledge as something complete in it- 
self irrespective of its availability in dealing with what is yet 
to be. And it is this omission which vitiates them and which 
makes them stand as sponsors for educational methods which 
an adequate conception of knowledge condemns. For one has 
only to call to him what is sometimes treated in schools as 
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acquisition of knowledge to realize how lacking it is in any 
fruitful connection with the ongoing experience of the stu- 
dents—how largely it seems to be believed that the mere ap- 
propriation of subject matter which happens to be stored in 
books constitutes knowledge. No matter how true what is 
learned to those who found it out and in whose experience 
it functioned, there is nothing which makes it knowledge to 
the pupils. It might as well be something about Mars or about 
some fanciful country unless it fructifies in the individual’s 
own life. 


The Social and the Moral. All of the separations which 
we have been criticizing—and which the idea of education 
set forth in the previous chapters is designed to avoid—spring 
from taking morals too narrowly,—giving them, on one side, 
a sentimental goody-goody turn without reference to effective 
ability to do what is socially needed, and, on the other side, 
overemphasizing convention and tradition so as to limit 
morals to a list of definitely stated acts. As.a matter of fact, 
morals are as broad as acts which concern our relationships 
with others. And potentially this includes all our acts, even 
though their social bearing may not be thought of at the time 
of performance. For every act, by the principle of habit, 
modifies disposition—it sets up a certain kind of inclination 
and desire. And it is impossible to tell when the habit thus 
strengthened may have a direct and perceptible influence on 
our association with others. Certain traits of character have 
such an obyious connection with our social relationships that 
we call them “moral” in an emphatic sense—truthfulness, 
honesty, chastity, amiability, etc. But this only means that 
they are, as compared with some other attitudes, central:— 
that they carry other attitudes with them, They are moral in 
an emphatic sense not because they are isolated and exclu- 
sive, but because they are so intimately connected with thou- 
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sands of other attitudes which we do not explicitly recognize 
—which perhaps we have not even names for. To call them 
virtues in their isolation is like taking the skeleton for the 
living body. The bones are certainly important, but their im- 
portance lies in the fact that they support other organs of the 
body in such a way as to make them capable of integrated 
effective activity. And the same is true of the qualities of 
character which we specifically designate virtues. Morals con- 
cern nothing less than the whole character, and the whole 
character is identical with the man in all his concrete make-up 
and manifestations. To possess virtue does not signify to have 
cultivated a few nameable and exclusive traits; it means to 
be fully and adequately what one is capable of becoming 
through association with others in all the offices of life. 
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CHAPTER 6 


Experience and Education 


JOHN DEWEY 


TRADITIONAL VS. PROGRESSIVE EDUCATION 


. . . The traditional scheme is, in essence, one of impo- 
sition from above and from outside. It imposes adult stand- 
ards, subject-matter, and methods upon those who are only 
growing slowly toward maturity. The gap is so great that the 
required subject-matter, the methods of learning and of be- 
having are foreign to the existing capacities of the young. 


* John Dewey, Experience and Education. Tiffin, Ohio (238 East Perry 
Street): Kappa Delta Pi, pp. 4, 5-6, 9-10, 13-14, 16, 29-32, 34-35, 38-42, 
60-63, 65-66, 69-71, 72, 88-89, 95, 96-97, 114-115. Copyright 1938 by 
Kappa Delta Pi. Used by permission. 
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They are beyond the reach of the experience the young learn- 
ers already possess. Consequently, they must be imposed; even 
though good teachers will use devices of art to cover up the 
imposition so as to relieve it of obviously brutal features. 


If one attempts to formulate the philosophy of education 
implicit in the practices of the newer education, we may, I 
think, discover certain common principles amid the variety 
of progressive schools now existing. To imposition from above 
is opposed expression and cultivation of individuality; to ex- 
ternal discipline is opposed free activity; to learning from texts 
and teachers, learning through experience; to acquisition of 
isolated skills and techniques by drill, is opposed acquisition 
of them as means of attaining ends which make direct vital 
appeal; to preparation for a more or less remote future is 
opposed making the most of the opportunities of present life; 
to static aims and materials is opposed acquaintance with a 
changing world. 


What is indicated in the foregoing remarks is that the 
general principles of the new education do not of themselves 
solve any of the problems of the actual or practical conduct 
and management of progressive schools. Rather, they set new 
problems which have to be worked out on the basis of a new 
philosophy of experience. The problems are not even recog- 
nized, to say nothing of being solved, when it is assumed that 
it suffices to reject the ideas and practices of the old education 
and then go to the opposite extreme. Yet I am sure that you 
will appreciate what is meant when I say that many of the 
newer schools tend to make little or nothing of organized 
subject-matter of study; to proceed as if any form of direction 
and guidance by adults were an invasion of individual free- 
dom, and as if the idea that education should be concerned 
with the present and future meant that acquaintance with 
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the past has little or no role to play in education. Without 
pressing these defects to the point of exaggeration, they at 
least illustrate what is meant by a theory and practice of edu- 
cation which proceeds negatively or by reaction against what 
has been current in education rather than by a positive and 
constructive development of purposes, methods, and subject- 
matter on the foundation of a theory of experience and its 
educational potentialities. 

It is not too much to say that an educational philosophy 
which professes to be based on the idea of freedom may be- 
come as dogmatic as ever was the traditional education which 
is reacted against. For any theory and set of practices is dog- 
matic which is not based upon critical examination of its own 
underlying principles. 


The Need for a Theory of Experience 


. . . Any experience is mis-educative that has the effect 
of arresting or distorting the growth of further experience. An 
experience may be such as to engender callousness; it may 
produce lack of sensitivity and of responsiveness. Then the 
possibilities of having richer experience in the future are re- 
stricted. Again, a given experience may increase a person's 
automatic skill in a particular direction and yet tend to land 
him in a groove or rut; the effect again is to narrow the field 
of further experience. An experience may be immediately 
enjoyable and yet promote the formation of a slack and care- 
less attitude; this attitude then operates to modify the quality 
of subsequent experiences so as to prevent a person from get- 
ting out of them what they have to give. Again, experiences 
may be so disconnected from one another that, while each is 
agreeable or even exciting in itself, they are not linked cumu- 
latively to one another. Energy is then dissipated and a person 
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becomes scatter-brained. Each experience may be lively, vivid, 
and “interesting,” and yet their disconnectedness may artifi- 
cially generate dispersive, disintegrated, centrifugal habits. 


Everything depends upon the quality of the experience 
which is had. The quality of any experience has two aspects. 
There is an immediate aspect of agreeableness or disagreeable- 
ness, and there is its influence upon later experiences. The first 
is obvious and easy to judge. The effect of an experience is 
not borne on its face. It sets a problem to the educator. It is 
his business to arrange for the kind of experiences which, 
while they do not repel the student, but rather engage his ac- 
tivities are, nevertheless, more than immediately enjoyable 
since they promote having desirable future experiences. 


Criteria of Experience 


I return now to the question of continuity as a criterion 
by which to discriminate between experiences which are edu- 
cative and those which are mis-educative. As we have seen, 
there is some kind of continuity in any case since every ex- 
perience affects for better or worse the attitudes which help 
decide the quality of further experiences, by setting up cer- 
tain preference and aversion, and making it easier or harder 
to act for this or that end. Moreover, every experience influ- 
ences in some degree the objective conditions under which 
further experiences are had. For example, a child who learns 
to speak has a new facility and new desire. But he has also 
widened the external conditions of subsequent learning. 
When he learns to read, he similarly opens up a new environ- 
ment. If a person decides to become a teacher, lawyer, physi- 
cian, or stockbroker, when he executes his intention he thereby 
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necessarily determines to some extent the environment in 
which he will act in the future. He has rendered himself more 
sensitive and responsive to certain conditions, and relatively 
immune to those things about him that would have been 
stimuli if he had made another choice. 

But, while the principle of continuity applies in some way 
in every case, the quality of the present experience influences 
the way in which the principle applies. We speak of spoiling 
a child and of the spoilt child. The effect of overindulging a 
child is a continuing one. It sets up an attitude which operates 
as an automatic demand that persons and objects cater to his 
desires and caprices in the future. It makes him seek the kind 
of situation that will enable him to do what he feels like do- 
ing at the time. It renders him averse to and comparatively 
incompetent in situations which require effort and persever- 
ance in overcoming obstacles. There is no paradox in the fact 
that the principle of the continuity of experience may operate 
$0 as to leave a person arrested on a low plane of development, 
ina way which limits later capacity for growth. 

On the other hand, if an experience arouses curiosity, 
strengthens initiative, and sets up desires and purposes that 
are sufficiently intense to carry a person over dead places in 
the future, continuity works in a very different way. Every 
experience is a moving force. Its value can be judged only on 
the ground of what it moves toward and into. The greater 
maturity of experience which should belong to the adult as 
educator puts him in a position to evaluate each experience 
of the young in a way in which the one having the less mature 
experience cannot do. It is then the business of the educator 
to see in what direction an experience is heading. There is no 
point in his being more mature if, instead of using his greater 
insight to help organize the conditions of the experience of 
the immature, he throws away his insight. Failure to take 
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the moving force of an experience into account so as to judge 
and direct it on the ground of what it is moving into means 
disloyalty to the principle of experience itself. 


In a word, we live from birth to death in a world of per- 
sons and things which in large measure is what it is because 
of what has been done and transmitted from previous human 
activities. When this fact is ignored, experience is treated as 
if it were something which goes on exclusively inside an in- 
dividual’s body and mind. It ought not to be necessary to say 
that experience does not occur in a vacuum. There are sources 
outside an individual which give rise to experience. It is con- 
stantly fed from these springs. No one would question that 
a child in a slum tenement has a different experience from 
that of a child in a cultured home; that the country lad has 
a different kind of experience from the city boy, or a boy on 
the seashore one different from the lad who is brought up on 
inland prairies. Ordinarily we take such facts for granted as 
too commonplace to record. But when their educational im- 
port is recognized, they indicate the second way in which the 
educator can direct the experience of the young without en- 
gaging in imposition. A primary responsibility of educators 
is that they not only be aware of the general principle of the 
shaping of actual experience by environing conditions, but 
that they also recognize in the concrete what surroundings are 
conducive to having experiences that lead to growth. 


The word “interaction,” which has just been used, ex- 
presses the second chief principle for interpreting an experi- 
ence in its educational function and force, It assigns equal 
rights to both factors in experience—objective and internal 
conditions. Any normal experience is an interplay of these 
two sets of conditions. Taken together, or in their interaction, 
they form what we call a situation. The trouble with tradi- 
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tional education was not that it emphasized the external con- 
ditions that enter into the control of the experiences but that 
it paid so little attention to the internal factors which also de- 
cide what kind of experience is had. It violated the principle 
of interaction from one side. But this violation is no reason 
why the new education should violate the principle from the 
other side—except upon the basis of the extreme Either-Or 
educational philosophy which has been mentioned. 

The illustration drawn from the need for regulation of 
the objective conditions of a baby’s development indicates, 
first, that the parent has responsibility for arranging the con- 
ditions under which an infant’s experience of food, sleep, etc., 
occurs, and, secondly, that the responsibility is fulfilled by 
utilizing the funded experience of the past, as this is repre- 
sented, say, by the advice of competent physicians and others 
who have made a special study of normal physical growth. 
Does it limit the freedom of the mother when she uses the 
body of knowledge thus provided to regulate the objective 
conditions of nourishment and sleep? Or does the enlarge- 
ment of her intelligence in fulfilling her parental function 
widen her freedom? Doubtless if a fetish were made of the 
advice and directions so that they came to be inflexible dic- 
tates to be followed under every possible condition, then re- 


_ Striction of freedom of both parent and child would occur. 


But this restriction would also be a limitation of the intelli- 
gence that is exercised in personal judgment. 

In what respect does regulation of objective conditions 
limit the freedom of the baby? Some limitation is certainly 
placed upon its immediate movements and inclinations when 
it is put in its crib, at a time when it wants to continue play- 
ing, or does not get food at the moment it would like it, or 
when it isn’t picked up and dandled when it cries for atten- 
tion. Restriction also occurs when mother or nurse snatches 
a child away from an open fire into which it is about to fall. 


141 


THE PRAGMATIC PHILOSOPHY OF EDUCATION 


I shall have more to say later about freedom. Here it is enough 
to ask whether freedom is to be thought of and adjudged on 
the basis of relatively momentary incidents or whether its 
meaning is found in the continuity of developing experience. 

The statement that individuals live in a world means, in 
the concrete, that they live in a series of situations. And when 
it is said that they live in these situations, the meaning of the 
word "in" is different from its meaning when it is said that 
pennies are "in" a pocket or paint is "in" a can. It means, 
once more, that interaction is going on between an individual 
and objects and other persons. The conceptions of situation 
and of interaction are inseparable from each other. An ex- 
perience is always what it is because of a transaction taking 
place between an individual and what, at the time, constitutes 
his environment, whether the latter consists of persons with 
whom he is talking about some topic or event, the subject 
talked about being also a part of the situation; or the toys 
with which he is playing; the book he is reading (in which his 
environing conditions at the time may be England or ancient 
Greece or an imaginary region); or the materials of an experi- 
ment he is performing. The environment, in other words, is 
whatever conditions interact with personal needs, desires, 
purposes, and capacities to create the experience which is had. 
Even when a person builds a castle in the air he is interacting 
with the objects which he constructs in fancy. 


Social Control 


. . . The school was not a group or community held 
together by participation in common activities. Consequently, 
the normal, proper conditions of control were lacking. Their 
absence was made up for, and to a considerable extent had to 
be made up for, by the direct intervention of the teacher, 
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who, as the saying went, “kept order.” He kept it because 
order was in the teacher’s keeping, instead of residing in the 
shared work being done. 

The conclusion is that in what are called the new schools, 
the primary source of social control resides in the very nature 
of the work done as a social enterprise in which all individuals 
have an opportunity to contribute and to which all feel a 
responsibility. Most children are naturally “sociable.” Isola- 
tion is even more irksome to them than to adults. A genuine 
community life has its ground in this natural sociability. But 
community life does not organize itself in an enduring way 
purely spontaneously. It requires thought and planning ahead. 
The educator is responsible for a knowledge of individuals 
and for a knowledge of subject-matter that will enable activi- 
ties to be selected which lend themselves to social organiza- 
tion, an organization in which all individuals have an oppor- 
tunity to contribute something, and in which the activities 
in which all participate are the chief carrier of control. 

I am not romantic enough about the young to suppose 
that every pupil will respond or that any child of normally 
strong impulses will respond on every occasion. There are 
likely to be some who, when they come to school, are already 
victims of injurious conditions outside of the school and who 

_ have become so passive and unduly docile that they fail to 
contribute. There will be others who, because of previous ex- 
perience, are bumptious and unruly and perhaps downright 
rebellious. But it is certain that the general principle of social 
control cannot be predicated upon such cases. It is also true 
that no general rule can be laid down for dealing with such 
cases. The teacher has to deal with them individually. They 
fall into general classes, but no two are exactly alike. The edu- 
cator has to discover as best he or she can the causes for the 
recalcitrant attitudes. He or she cannot, if the educational 
process is to go on, make it a question of pitting one will 
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against another in order to see which is strongest, nor yet 
allow the unruly and non-participating pupils to stand perma- 
nently in the way of the educativé activities of others. Exclu- 
sion perhaps is the only available measure at a given juncture, 
but it is no solution. For it may strengthen the very causes 
which have brought about the undesirable anti-social attitude, 
such as desire for attention or to show off. 


It is absurd to exclude the teacher from membership in 
the group. As the most mature member of the group he has 
a peculiar responsibility for the conduct of the interactions 
and intercommunications which are the very life of the group 
as a community. That children are individuals whose freedom 
should be respected while the more mature person should 
have no freedom as an individual is an idea too absurd to re- 
quire refutation. The tendency to exclude the teacher from 
a positive and leading share in the direction of the activities 
of the community of which he is a member is another in- 
stance of reaction from one extreme to another. When pupils 
were a class rather than a social group, the teacher necessarily 
acted largely from the outside, not as a director of processes 
of exchange in which all had a share. When education is 
based upon experience and educative experience is seen to be 
a social process, the situation changes radically. The teacher 
loses the position of external boss or dictator but takes on that 
of leader of group activities. 


The Nature of Freedom 


At the risk of repeating what has been often said by me I 
want to say something about the other side of the problem of 
social control, namely, the nature of freedom. The only free- 
dom that is of enduring importance is freedom of intelligence, 
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that is to say, freedom of observation and of judgment exer- 
cised in behalf of purposes that are intrinsically worth while. 
The commonest mistake made about freedom is, I think, to 
identify it with freedom of movement, or with the external or 
physical side of activity. Now, this external and physical side 
of activity cannot be separated from the internal side of ac- 
tivity; from freedom of thought, desire, and purpose. The 
limitation that was put upon outward action by the fixed ar- 
rangements of the typical traditional schoolroom, with its 
fixed rows of desks and its military regimen of pupils who 
were permitted to move only at certain fixed signals, put a 
great restriction upon intellectual and moral freedom, Strait- 
jacket and chain-gang procedures had to be done away with 
if there was to be a chance for growth of individuals in the 
intellectual springs of freedom without which there is no 
assurance of genuine and continued normal growth. 

But the fact still remains that an increased measure of 
freedom of outer movement is a means, not an end. The edu- 
cational problem is not solved when this aspect of freedom 
is obtained. Everything then depends, so far as education is 
concerned, upon what is done with this added liberty. What 
end does it serve? What consequences flow from it? Let me 
speak first of the advantages which reside potentially in in- 
crease of outward freedom. In the first place, without its 
existence it is practically impossible for a teacher to gain 
knowledge of the individuals with whom he is concerned. En- 
forced quiet and acquiescence prevent pupils from disclosing 
their real natures. They enforce artificial uniformity. 


The other important advantage of increased outward 
freedom is found in the very nature of the learning process. 
That the older methods set a premium upon passivity and 
receptivity has been pointed out. Physical quiescence puts a 
tremendous premium upon these traits. The only escape from 
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them in the standardized school is an activity which is irregu- 
lar and perhaps disobedient. There cannot be complete quie- 
tude in a laboratory or workshop. The non-social character 
of the traditional school is seen in the fact that it erected 
silence into one of its prime virtues. 


Progressive Organization of Subject-matter 


. . . It isa cardinal precept of the newer school of edu- 
cation that the beginning of instruction shall be made with 
the experience learners already have; that this experience and 
the capacities that have been developed during its course 
provide the starting point for all further learning. I am not 
so sure that the other condition, that of orderly development 
toward expansion and organization of subject-matter through 
growth of experience, receives as much attention. Yet the 
principle of continuity of educative experience requires that 
equal thought and attention be given to solution of this as- 
pect of the educational problem. Undoubtedly this phase 
of the problem is more difficult than the other. Those who 
deal with the pre-school child, with the kindergarten child, 
and with the boy and girl of the early primary years do not 
have much difficulty in determining the range of past experi- 
ence or in finding activities that connect in vital ways with it. 
With older children both factors of the problem offer in- 
creased difficulties to the educator. It is harder to find out 
the background of the experience of individuals and harder 
to find out just how the subject-matters already contained in 
that experience shall be directed so as to lead out to larger 
and better organized fields. 


That up to the present time the weakest point in pro- 
gressive schools is in the maiter of selection and organization 
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of intellectual subject-matter is, I think, inevitable under the 
circumstances, It is as inevitable as it is right and proper that 
they should break loose from the cut and dried material which 
formed the staple of the old education. In addition, the field 
of experience is very wide and it varies in its contents from 
place to place and from time to time. 


Once more, it is part of the educator's responsibility to 
see equally to two things: First, that the problem grows out 
of the conditions of the experience being had in the present, 
and that it is within the range of the capacity of students; 
and, secondly, that it is such that it arouses in the learner an 
active quest for information and for production of new ideas. 


Experience—the Means and Goal of Education 


For I am so confident of the potentialities of education 
when it is treated as intelligently directed development of the 
possibilities inherent in ordinary experience that I do not feel 
it necessary to criticize here the other route nor to advance 
arguments in favor of taking the route of experience. ‘The 
only ground for anticipating failure in taking this path resides 
to my mind in the danger that experience and the experimen- 
` tal method will not be adequately conceived. There is no dis- 
cipline in the world so severe as the discipline of experience 
subjected to the tests of intelligent development and direc- 
tion. Hence the only ground I can see for even a temporary 
reaction against the standards, aims, and methods of the 
newer education is the failure of educators who professedly 
adopt them to be faithful to them in practice. As I have em- 
phasized more than once, the road of the new education is 
not an easier one to follow than the old road but a more 
strenuous and difficult one. It will remain so until it has at- 
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tained its majority and that attainment will require many 
years of serious co-operative work on the part of its adherents. 
The greatest danger that attends its future is, I believe, the 
idea that it is an easy way to follow, so easy that its course 
may be improvised, if not in an impromptu fashion, at least 
almost from day to day or from week to week. It is for this 
reason that instead of extolling its principles, I have confined 
myself to showing certain conditions which must be fulfilled 
if it is to have the successful career which by right belongs to 
it, 
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Some CDisciples of CDewey: 
“Bode, Kilpatrick, 
and McMurray 


A: BOYD HENRY BODE 


Boyd Henry Bode (October 4, 1873-March 29, 1953), 
a leading interpreter of John Dewey, received his A.B. degree 
from Penn College, Oskaloosa, Iowa, in 1896. He did his grad- 
uate work at the University of Michigan and Cornell Univer- 
sity, receiving the Ph.D. from the latter institution in 1900. In 
the same year he joined the staff of the University of Wis- 
consin as an assistant in Philosophy, becoming assistant pro- 
fessor in 1906. He left Wisconsin in 1909 to accept a position 
as professor of Philosophy at the University of Illinois. In 1921 
he accepted an appointment as professor of Education at 
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the Ohio State University and was made emeritus in 1944. 
For Bode, the basic educational consideration was the 
cultivation of intelligence. He felt that educational programs 
should be judged by two standards: (1) the extent to which 
these programs recognize the moral and educational signifi- 
cance of the cleavage between inherited institutions, outlooks, 
and authorities, and the emerging patterns of scientific and 
democratic ideals and procedures inherent in the contem- 
porary scene; and (2) the manner in which these programs 
deal with this critical and basic problem of the cleavage. 

His published works include An Outline of Logic, Funda- 
mentals of Education, Modern Educational Theories, Con- 
flicting Psychologies of Learning, Democracy as a Way of 
Life, Progressive Education at the Crossroads, How We 
Learn, and Reorientation in Education. The selections used 
here from Progressive Education at the Crossroads * are es- 
pecially significant because of the stress laid upon the chal- 
lenge to progressive education and the need to rethink such 
terms as “interest,” “need,” and “growth.” 


As a national organization progressive education is now 
twenty years old. The beginnings of the movement date back 
much farther. While the movement has never been sharply 
defined, its most prominent connotation has been that of 
“child-centeredness,” in the sense that it has been guided 
largely by such concepts as "interest," “freedom,” and “self- 
activity." In its psychology progressive education has leaned 
toward the point of view indicated, somewhat vaguely, by 


* Boyd Bode, Progressive Education at the Crossroads, New York: New- 
son & Company, 1938, pp. 374, 11-12, 26-27, 52, 60-61, 66-67, 70-72, 78, 
84-85, 94, 112-113. Copyright 1938 by Newson & Company. Used by per- 
mission of Mrs. Boyd Bode and her daughter Eleanor Bode Brown. 
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the phrase, “learning by doing.” In its social philosophy it 
has stressed the worth of the individual, or respect for per- 
sonality, and the importance of superseding habits of compe- 
tition with habits of co-operation. 

It can hardly be denied that the progressive movement 
has contributed much of great and lasting value to American 
education. As was perhaps to be expected, it has also led to 
various aberrations and errors. The psychological and philo- 
sophical implications of the movement were never widely un- 
derstood, and, consequently, a certain amount of misinterpre- 
tation was inevitable. Such misinterpretation is bound to 
limit the influence of the movement and to retard its devel- 
opment. This is particularly true at the present time when the 
world is disposed to look more and more to education as a 
means of promoting the coming of a better social order. 


The emphasis of progressive education on the individual, 
on the sinfulness of "imposition," and on the necessity of 
securing free play for intelligence, whether rightly or wrongly 
applied, is a reflection of the growing demand, outside of the 
school, for recognition of the common man. Similarly the 
confusion in progressive education is a reflection of the con- 
fusion in the outside world resulting from this demand. 

We are gradually discovering that the admission of the 


"common man to the status of full recognition means more 


than an extension of privilege. It is not on a par, for example, 
with opening the doors of an art gallery to all comers, instead 
of merely to the chosen few. In its application to industry this 
recognition obviously means an extensive revision of our con- 
ception of property rights and of the function of government. 
As applied to organized religion it means a shift of emphasis 
from eternal salvation to progress through social control. In re- 
lation to the values of scholarship and esthetic appreciation it 
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means a transformation of these values so that they will not re- 
main a detached occupation for a leisure class and for special- 
ists, but will become incorporated in the affairs of everyday ex- 
perience. In brief, the recognition of the common man—which 
is what we call democracy—introduces a point of view which 
is so far-reaching in its implications as to make democracy a 
distinctive and competing way of life, 


The Choice Required 


Progressive education is confronted with the choice of 
becoming the avowed exponent of democracy or else of be- 
coming a set of ingenious devices for tempering the wind to 
the shorn lamb. If democracy is to have a deep and inclusive 
human meaning, it must have also a distinctive educational 
system. 

Since the whole weight of tradition is on the side of ab- 
solutes, which are abstractions that served to maintain an 
aristocratic form of society, such a system must have direct 
and constant reference to the conflict between the aristocratic 
and the democratic ways of life. It must have a psychology 
based on the conception of knowledge and truth as functions 
in the control of experience—the kind of psychology which 
is pointed toward in what is sometimes called “organismic” 
psychology. It must have a theory of values which has as its 
center the continuous improvement of human living through 
voluntary reciprocity or the constant widening of common 
interests and common concerns. Lastly, it must undertake 
to point out how the acceptance of such a standard for growth 
and progress requires continuous and frequently extensive re- 
construction or revision of traditional beliefs and attitudes, 
in accordance with growing insight and changing circum- 
stances. In a word, progressive education must become clearly 
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conscious of the implications contained in its basic attitude 
and to use these implications as a vantage point from which 
to reorganize its thinking and its procedures. 


The Doctrine of Interest 


In other words, the doctrine of interest may be inter- 
preted in either of two ways. It may be construed to mean 
either that every activity must be motivated by immediate 
interest or that every activity must have a recognized bearing 
on a way of life which the individual accepts as his own. It is 
chiefly in the latter sense that the occupation of farming is 
related to interest. Immediate interests, of course, are not ex- 
cluded and may have great significance. But they must either 
be derived from or be merged into the larger interest if there 
is to be a dependable basis for continuity of effort, without 
which there can be no adequate sense of responsibility and 
discipline of character. 


EDUCATIONAL THEORY 


Perhaps the best way to find an answer to this question 
is to consider the nature of an educational system which cen- 
*ters on the cultivation of intelligence, rather than submission 
to authority. Such a system recognizes no absolute or final 
truths, since these always represent authority in one form or 
another, and since they impose arbitrary limits on social 
progress and the continuous enrichment of experience. When 
interests or values collide, as they constantly do, and adjust- 
ments have to be made, social relations ordinarily enter in. 
The appropriate test for a good adjustment is not whether 
some sacrosanct value has been preserved unchanged, but 
whether progress has been made with respect to relations of 
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reciprocity or co-operation with others for common ends. 
Our educational theory thus inevitably becomes a theory of 
social relationships, or a theory of democracy. Democracy as 
a tradition encourages reliance on intelligence in matters of 
education; and education, in turn, becomes an instrumen- 
tality for bringing democracy to a clear consciousness of its 
meaning and purpose. 

This is the general direction in which progressive educa- 
tion must move if it is to remain faithful to its basic princi- 
ples and ideals. The alternative is to keep forever rotating on 
the axis of “pupil interest.” Progressive education has a 
unique opportunity of serving as a clearing house for the 
meaning of democracy and thus making a significant contri- 
bution toward bringing to fruition the great hope and promise 
of our American civilization, 


The Concept of Needs 


The moral is that the only way to discover a need is in 
terms of a “pattern” or scheme of values or an inclusive phi- 
losophy of some kind. 

Let us suppose, for illustration, that a youngster is found 
to be maladjusted with respect to parental relationships. 
What light does this shed on his “needs”? This depends alto- 
gether on our theory of what these relationships ought to be. 
According to one view, he may be sadly lacking in the virtue 
of obedience to parental authority. According to another view, 
he may be in urgent need of a clearer insight into the limita- 
tions of this authority, so that he may persist in his course 
without being oppressed by a sense of guilt. Either of these 
views will provide a basis for the determination of needs, but 
neither one can be regarded as inherent in the nature of the 
individual or in the cosmic structure of the universe. 
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The point at issue is far more than the verbal question of 
how the term “need” is to [be] employed. It concerns the 
question of what education should be primarily concerned to 
achieve, The failure to emancipate ourselves completely from 
Rousseauism and the instinct psychology is responsible for 
most, if not all, of the weaknesses of the progressive move- 
ment in education. The attitude of superstitious reverence for 
childhood is still with us. The insistence that we must stick 
uncompromisingly at all times to the “needs” of childhood 
has bred a spirit of anti-intellectualism, which is reflected in 
the reliance on improvising instead of long-range organiza- 
tion, in the overemphasis of the here and now, in the indis- 
criminate tirades against “subjects,” in the absurdities of 
pupil-planning, and in the lack of continuity in the educa- 
tional program. It has frequently resulted in an unhealthy 
attitude toward children, an attitude which suggests that 
there is no such thing as a normal child, and that we must be 
everlastingly exploring his insides, like a Calvinist taking him- 
self apart day after day to discover evidences of sin. 

It is a commonplace that the infant’s only chance to grow 
into a human being is through social relationships. This is 
only another way of saying that growth is not directed from 
within but by the “patterns” embodied in the social order. 
If we believe in progress in a democratic sense, we must be- 

"lieve that these patterns require continuous revision. As they 
actually exist in our complex modern world, they not only 
present conflicting types, but the basic patterns are severally 
incoherent and internally contradictory. In business, for ex- 
ample, we accept both the profit motive and the ideal of social 
service; in government we hold to both rugged individualism 
and the ideal of social security; in the field of esthetics we find 
that standards are both absolute and relative. Back of all this 
confusion lies the issue of democracy versus tradition, which 
must be the central concern of a democratic school. 
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In a properly organized program this issue will be the 
constant point of reference, instead of being merely appended, 
like the tail to the kite, as an additional “need” along with 
all the others. If we take democracy seriously, an understand- 
ing of this issue must be made our basic need, in terms of 
which all other needs are determined. Otherwise the concept 
of needs becomes a red herring drawn across the trail. What 
we need is a moratorium on needs, so that we can get down 
to serious business and develop the implications that are con- 
tained in the philosophy of progressive education. 


Growth 


The term “growth,” then, may mean either that the 
initiative comes wholly from the pupil or that the pupil re- 
sponds satisfactorily to suggestions emanating from the 
teacher. As a consequence of this ambiguity teachers of the 
progressive persuasion are exposed to two evils. One is a 
superstitious reverence for “inner growth” which makes them 
encourage ignorant guessing and tedious fumbling on the 
part of pupils, when the situation calls for guidance. Another 
is a disposition to regard the pupils’ ability to understand 
and accept the teacher's personal opinions and prejudices as 
evidence of "inner growth" under "wise guidance," and not 
as the thing that it really is. 


The fact that the progressive movement has never come 
across with an adequate philosophy of education warrants 
the presumption that it does not have any. Moreover, the 
lack of a “felt need” in this respect leaves room for the sus- 
picion that so far the real problem in guidance has been the 
problem of imposing the teacher’s views on the pupil without 
getting caught in the act. 
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The concept of growth undoubtedly has its uses. The 
view that education is a process in which experience is being 
continuously reorganized presents a refreshing contrast to 
mechanical types of learning. This use of the concept, how- 
ever, becomes abuse if we assume that growth, in some mys- 
terious way, provides for its own direction. Profitable growth 
in our own day and age is growth toward a plan for living 
intelligently in a topsy-turvy world, and such growth must 
have reference to the issue of democracy, which, in one form 
or another, is cropping up everywhere and which is, by all 
odds, the most important issue confronting us at the present 
time. 


We Come Back to the Subjects 


The foregoing discussion seems to warrant the conclu- 
sion that the contrast between teaching the child and teach- 
ing the subject is too simple to meet the requirements of the 
case. If we may assume that the purpose of teaching is to 
liberate the intelligence of the pupil, it appears that we must 
go into “logical organization" and beyond it. The pupil must 
acquire some capacity for thinking as the specialist thinks; 
and, in addition, he must see the bearing of the subject on 
"the question of absolute standards. 


Education as Social 


So we end where we began. Our clue to democracy lies 
in its quarrel with absolutes. Democracy stands for the com- 
mon man and for the application of "operational" procedures 
in the construction of ideals or purposes, as well as in the 
determination of means for achieving predetermined goals. 
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The great obstacle to democracy, down to the present day, is 
the Platonic philosophizing which lifts purposes or values out 
of the realm of everyday living and places them where “opera- 
tional” procedures cannot reach them. The center of any edu- 
cational program which professes to be democratic must be 
the irreconcilable conflict between democracy and absolutism. 
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B: WILLIAM HEARD KILPATRICK 


William Heard Kilpatrick (November 20, 1871—) re- 
ceived his A.B. degree from Mercer University in 1891. He 
taught mathematics in the public schools of Georgia, and 
was acting president at Mercer before going in 1909 to Teach- 
ers College, Columbia University, as lecturer in Education. 
He continued teaching at Teachers College, received his 
Ph.D. there in 1912, advanced to the rank of full professor in 
1918, and has been professor emeritus since 1938. 

Kilpatrick is a leading exponent and interpreter of 
Dewey's philosophy of education, and is reported to have said 
that he could find little in Dewey’s philosophy with which to 
disagree. His writing has been prolific. His books, chapters 
for the yearbooks of learned societies, published lectures, 
newspaper and magazine articles, book reviews, and pam- 
* phlets have won him considerable esteem among adminis- 
trators and public school teachers. Education for a Changing 
World, How We Learn, Our Educational Task, Education 
and Social Crisis, The Education Frontier, Remaking the Cur- 
riculum, The Teacher and Society, and Group Education for 
a Democracy are included in his list of publications. 

Two of Kilpatrick’s best-known volumes are The Foun- 
dations of Method, dealing with what he calls the broader 
meaning of method, and Philosophy of Education, in which 
he describes the conditions necessary to the “good life” and 
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the “good society.” The second half of Philosophy of Educa- 
tion,* a portion of which is included here, indicates the kind 
of education that he believes is required for the achievement 
of the “good life" and the “good society.” 


A MODERN THEORY OF LEARNING 


SUGGESTIONS FROM Biorocv 


How will a theory of learning to fit the personality de- 
mands stated above [Chapter IX, Philosophy of Education] 
differ from the ordinary theory of learning long dominant in 
Western education? It may be that further consideration of 
biology—building on what was discussed in Chapter II [Phi- 
losophy of Education]—will help to make this contrast clearer 
and at the same time furnish reasons for preferring the new 
to the old. 

The common or conventional theory, hereinafter called 
"learning theory A" (or type A for short), has the following 
characteristics: (i) it is primarily a theory for learning from 
books; (ii) it thus consists typically of learning the words ot 
statements of others; (iii) it expects the learning to come in 
a situation abstracted from life and so (typically) to center 
around a content of little or no present meaning to the learner; 
(iv) it expects the learning to be got mainly, if not solely, 
by repetition; and (v) it counts that the learning will be ap- 
plied generally, if not always, in an experience different from 
that in which the learning takes place, usually appreciably 
later. 

* William H. Kilpatrick, Philosophy of Education. New York: The 


Macmillan Company, 1951, pp. 237-247. Copyright 1951 by The Macmillan 
Company. Used by permission. 
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By contrast the theory here proposed, called herein 
“learning theory B" (type B), shows the following character- 
istics: it holds (i) that behaving is typically an essential part 
of the learning process; (ii) that the learning goes forward 
best, if not solely, in a situation of concrete personal living; 
(iii) that the learning comes from behaving, not from mere 
repetition of words, as with type A; (iv) that the first appli- 
cation of the learning comes, normally, within the experience 
in which the learning takes place, in fact that the learning 
comes typically in order to carry on this experience. As a 
corollary it is here maintained that the best learning under 
type A really came chiefly when it operated not as A—learning 
in an abstracted situation, to be applied later in life—but 
when it operated as B(iv), that is, when the content was in 
fact used to carry on some experience. Study of the biological 
evolution of man may help us to contrast and evaluate these 
two learning theories. 

It is a recognized principle of evolution that "acquired 
characters," learned instances of behavior, are not transmitted 
by birth from parent to child. Evolution does not proceed 
that way. The theory of evolution does, however, hold that 
the more useful any organic functioning is for survival, the 
more surely will a variation in the direction of its better func- 
tioning win out in the struggle for existence and so more 
surely will it be transmitted. For example, ability to learn is 
highly important to survival; thus increased ability to learn 
means greater chance of survival and so greater chance of be- 
ing transmitted. 

Two illustrations may thus help at this point. Note how 
they both illustrate the B type of learning. 

Consider first an instance of animal activity prolonged 
enough and complex enough for an early stage of the activity 
or experience to enter through the process of learning as a 
significant factor in a later stage of that same activity or ex- 
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perience. Let us say that a tiger threatens a deer, but at a 
distance sufficiently great for the deer’s superior running 
ability to get her safely away. Will the deer actually get away? 
Yes, if she starts in time and runs thereafter for a sufficient 
length of time. But she will run long enough only if the 
original impulse (or that reinforced by the tiger’s further 
threats) remains in action sufficiently long after the tiger 
has been left behind to get the deer fully out of danger. Now 
the fact that the original impulse to run remains with the deer 
after the tiger is out of sight gives us, fairly considered, a case 
of learning; for it is a responding after the original stimulus 
has ceased to act as an external fact. 

A second illustration from human experience will per- 
haps make the fact of learning more obvious. I wish to talk 
with a man over the phone. I give the switchboard girl the 
man’s number, and she calls him. Here an interval—short, to 
be sure—follows between the time the girl hears the number 
and her use of the number. (Whether the girl first called the 
number and then wrote it on her report slip or whether she 
first wrote it and then called the man matters not; in either 
case, a short but real interval intervened.) That she acted after 
she heard shows that she learned (remembered) what she 
heard and then acted on memory (learning). (And the bet- 
ter type of operator keeps in mind the whole incident of the 
call sufficiently to make sure the call does go through.) 

Four questions now confront us: (i) Just exactly what 
do we mean by learning? (ii) Is type B really an instance of 
learning? (iii) Is type B so important biologically that evolu- 
tion would seize upon it, as asserted above, to fix it, as truly 
as type A, in the species? (iv) Is not type B really the main 
source of learning used in mature life? Let us take these in 
order. 

i. Just what do we mean by learning? The definition 
here chosen is this: Learning is the tendency of any part or 
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phase of what one has lived so to remain with the learner 
as to come back pertinently into further experience. When 
such a tendency has been set up, learning has to that extent 
been effected. To accept anything less of a definition of learn- 
ing than to expect it to tend so to remain and come back 
relevantly into experience seems indefensible. If “learning” 
does not do this, why should it be called learning? 

But this definition, the result of many years of study by 
the author of the problem of learning, is, like every other 
statement, justified only if it fits the observed facts. How well 
it does so fit the facts will, it is hoped, become clearer as the 
discussion continues. In addition, it should be noted, this 
definition will, as is obvious, fit equally both theory A and 
theory B. 

Various other questions about this definition call for 
consideration. Just when anything has been lived is one such 
question. But all such points we now postpone to later dis- 
cussions. 

2. Is type B—learning in order to carry on the present 
experience—really an instance of learning as just defined? 
The answer is yes. The deer lived the threat of the tiger so 
vividly that it stayed with her after the tiger had dropped out 
of sight; she accordingly kept on running until a safe distance 


, had intervened. The girl lived the telephone number when 
she heard it, she took it in both as a bare number and in its 


life setting, that is, in the setting of her work; and having thus 
lived its coming, it stayed with her until she used it. The ques- 
tion of degree of learning enters here. The girl next day prob- 
ably could not recall the number without looking it up. But 
even so, it had not entirely gone, for when I called again, she 
recognized it as the same number I had previously used. 

We can go on to say that in any complex experience, the 
earlier stages will ordinarily so stay on with one as to enter 
pertinently into the later stages, thus giving a connecting 
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unity between earlier and later stages and thereby making the 
successive happenings into one continuous experience. The 
point for us here is that the earlier stages actually pervade the 
later stages and that this fact is essential to the character of 
the later stages. Without this pervasive effect of learning, the 
successive happenings would be only physically determined 
and'so would be essentially different from what the pervasive 
learning makes them. Here is sixteen-year-old Sally talking 
over the phone with her best friend Mary. Sally learned at the 
opening of the conversation that it was Mary at the other end; 
and this consciousness enters into the whole content of the 
conversation to give it a Sally-Mary character essentially dif- 
ferent from a Sally-John conversation and even more markedly 
different from a Sally-Father conversation. 

We conclude, then, that type B certainly is true learning, 
and that its presence in experience is essential to the very ex- 
istence of human experience as such. 

3. Is type B learning so important biologically that evolu- 
tion would seize upon it to fix it as an abiding feature in the 
life of the species? The answer is yes. The importance seen just 
above would suffice to bring about this effect. Even in sub- 
human organisms the unity of a life episode is fixed by and 
in the type B of learning, working, of course, at the same time 
alongside other kinds of learning from previous experiences. It 
seems probable that at least some of the deer’s fear of the 

‘tiger is the result of such previous learning. What happens 
_ now in this activity to give unity to this episode or this experi- 
ence is, however, largely the fact of its own B type learnings. 

4. Is not type B the principal source of the learning used 
by the typical adult in life? It is clear that in each life experi- 
ence this adult learns some things directly in and through 
this very experience as he works at it to make it go. This 
learning is of course type B. But the adult in this experience 

. also uses many kinds of learning that have come to him in the 
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past. It is this past learning that we wish to study further. 
How were these past items learned? Were they learned by 
the type A process as outlined in the original definition of type 
A? Or were most of them learned by the type B process? To 
answer this question consider four possible sources of the past 
learnings used in this experience: (i) those learned before 
the adult left school or college, but learned entirely outside 
of school or college; (ii) those learned in school or college; 
(iii) those learned since leaving school or college, but learned 
in and through life; (iv) those learned since leaving school or 
college, but learned by type A school learning procedures. It 
is clear that the learning under (i) and (iii) is type B learn- 
ing and that the learning under (ii) and (iv) is type A learn- 
ing. Which pair gives the greater aggregate? Is it not highly 
probable that the ordinary nonscholarly adult’s learning of 
(iv) kind are very, very few in number, and also that a large 
proportion of the original (ii) kind have been forgotten? And 
is it not probable that for any typical adult, (i) and (iii) are 
largest in number? Is not the answer that type B is the prin- 
cipal source of learning used by the typical adult? 

To return now to the bearing of biology on the question 
of learning, it is generally believed that man has not developed 
biologically in any significant manner or degree since he be- 

. came Homo sapiens; culturally, yes—greatly so; biologically 
as regards mind, no, not so far as we can tell. If this be ac- 
cepted, then man’s present capacity to learn was developed 
during the long period which ended with the coming of Homo ; 
sapiens. As we contrast theory A with theory B, it becomes 
clear that B stands closer to man as a behaving organism, and 
that A came into existence only after Homo sapiens had in- 
vented writing. As between the two, then, theory B is the only: 
one that certainly appears in the biological evolution of man.: 
Man thus naturally behaves according to B; A belongs solely’ 
to cultural development. ü 
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This ends our consideration of suggestions from biological 
evolution of behavior. Its principal suggestion has been to 
show what the B type of learning is, how it evolved, and some- 
what of how it works—works within the experience in which 
it originates and thereafter as may be needed. Put with this 
now the discussion of Chapter II [Philosophy of Education], 
where we see what we here call type B learning at work in 
more detail in any instance of actual experience. The two 
together constitute the framework for the consideration of 
education throughout this book. 

In the discussion of question (ii) above it was brought 
out that the earlier stages of any experience pervade the subse- 
quent parts of that experience. That is the result seen here. 
This conception of B type learning, learning to carry on and 
improve living, will pervade practically all the remaining dis- 
cussions of this book [Philosophy of Education]. It will prove 
the key element to unlock many of the problems to be con- 
sidered later. 


ADDITIONAL CONCEPTIONS STRATEGIC IN LEARNING 


Though the conception of B type learning just discussed 
furnishes the basic frame of reference for the rest of the book, 
certain additional and supplementary conceptions should be 
considered. 


1. The Transitive Verb “to Live" and the Place of Ac- 
ceptance Therein. In the definition of learning given above, 
the verb to live played an essential part, implying, if not assert- 
ing, that for one to learn anything, he must first live that thing. 
This transitive use of the verb to live is so unfamiliar that a 
word of explanation may be helpful. To live anything, as 
to live a feeling or a thought or a bodily movement, belongs 
grammatically in the same class with singing a song, dancing 
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a waltz, or fighting a battle. In each such case the object of the 
verb does nothing more than repeat, perhaps more explicitly, 
the actual content of the verb. 

Specifically, what does it mean to say that if I wish my 
pupil to learn anything, such as a thought or a feeling or a 
movement, the pupil has to live that thought or that fecling 
or that movement? Suppose as principal of a high school in a 
fairsized village, I set as one of my aims or goals that my 
pupils shall, if I can effect it, learn (acquire, build, develop, 
each in himself) a spirit of public service to the village. There 
are really two questions here: (i) What does it mean in such 
a case to learn a thought or a feeling or a movement? (ii) 
What does it mean to live that thought or feeling or move- 
ment? 

Taking the first question, we can at once name some 
things which the verb learn does not mean in this case. It does 
not mean that any pupil who can get an A on a written exami- 
nation on the subject has therein learned (achieved) the de- 
sired spirit of service. A written examination might disclose 
knowledge (so far as words prove knowledge) about such a 
spirit, but a pupil might have full knowledge about the spirit 
and not have (or feel) the spirit itself. Learning a spirit cer- 
tainly means more than learning knowledge about it. Nor 
could ability and willingness to say a pledge of allegiance to 
such a spirit tell us that the pupil had got (learned) the spirit. 
No, a pupil has not learned this desired spirit until he has so 
got the spirit in him that he will of himself, as opportunity 
may open, really work for the public good of the community, 
Learning means, in this case, to build (acquire, develop) the 
habit, the attitude and the interest of so working; it means 
so to build this habit and attitude that others can rely on him, 
when occasion demands, to work this way both outwardly 
and inwardly. This is what learning means in such a case. 

The second question is now more easily answered: What 
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does it mean to live such a spirit so as to learn it? The answer 
is more easily given in words than realized in fact. If my pupils 
are to live this spirit, they must have the opportunity to re- 
spond, and must in fact so respond, with that spirit to some 
life situations. This means, in practice, the opportunity to 
embark on some challenging efforts in behalf of, say, some 
village needs; but, as already implied, opportunity alone does 
not suffice. 

And here comes in acceptance, the second essential. As 
the pupils of a class thus work in behalf of a specific village 
need, some will enter more wholeheartedly than others into 
the physical effort and into the wish to help; others will be 
lukewarm; and a few will perhaps inwardly rebel. These rep- 
resent different degrees of acceptance, some full acceptance, 
some but slight, a few negative. And each actual experience 
of each individual student carries its degree of acceptance; it 
is an inevitable part of actual life. Acceptance in some degree, 
positive or negative, is always present in the living then going 
on; each person, whatever the enterprise, feels his degree of ac- 
ceptance of that thing at that time under those conditions. 
Degree of acceptance of any part of an experience means de- 
gree of living that part of the experience. 

We are now ready to state the B type law of learning: 
We learn what we live, we learn each item we live as we ac- 
cept it, and we learn it in the degree we accept it. 

Those pupils who were inwardly rejecting what the class 
was working at were learning negatively, learning not to do 
that thing. Those who in their hearts accepted it positively 
were learning to do that thing, they were building the positive 
spirit, and they built it in the degree they accepted it. 

It may be well for certain future purposes to restate this 
law of learning also as follows: 

We learn our responses, only our responses, and all our 
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responses; we learn each as we accept it to live by, and we 
learn it in the degree we accept it. 

How this statement of the principle follows from the 
other statement is easy to see. Life, we may say, consists of (i) 
happenings, occurrences that affect us, and (ii) our responses 
thereto in terms of doing, thinking, feeling, or the like. But 
consider these happenings further. Do I respond to the hap- 
pening as it actually and objectively took place—‘“‘as God sees 
it,” so to say? Or do I respond to it as I understand it, as I 
take it to be? The more we think about it, the clearer it be- 
comes that I respond to the happening as I see and feel it; I 
respond to the character which I ascribe to the happening. We 
may then distinguish three things: (i) the happening, objec- 
tively considered; (ii) the happening as I accept it; and (iii) 
my response to the happening as I understand and accept 
it. That I may mistake the happening is quite possible; but 
if so, the clearer does it become that I respond not to the objec- 
tive happening, but to my mistaken sizing up of it. 

What I live, then, is not (i) but (ii), my (possibly) 
mistaken sizing up, and (iii) my response thereto. But (ii) is 
my response (mistaken though it may be) to (i), the actual 
objective happening. As my response, it gives my version of 
(i). The only part of (i), the true happening, that gets into 
my life is (ii) which is my understanding of (i). So always do 
I live exactly (ii) and (iii), each of which is a response of 
mine. So I live my responses. But we learn what we live, so we 
learn our responses, each as we accept it. 


2. Degrees of Learning. That we learn some things bet- 
ter than others everybody knows. Some things drop out almost 
as soon as they are over; others we can neither forget nor ig- 
nore even if we try. We can then say that one thing has been 
better or more strongly learned than another, if it stays longer 
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with one to come back into further experience and/or if it 
has a stronger tendency thus to come back into experience, 

What is it that makes one thing better learned than 
another? A full discussion would be long and complex. For 
our purposes it suffices to name three principal factors. That 
we learn what we live gives us a starting point; the following 
gives an illustration: We read in the paper many items of 
news. Do we remember all and take each equally into account 
in life from then on? No. Some we size up as unimportant to 
us and so think no more about them; some we learn strongly, 
could never forget—as that a dear friend has died or that an 
opportunity we have long wished for is now open; some we 
learn weakly, perhaps never to recall them ourselves but still to 
recognize them if someone refers to them; some we never after- 
ward recall. 

(1) We learn any particular item in the degree that we 
live it, in the degree we count it important to us, in the degree 
we accept it in our hearts for use in life. 

To sce the basis of the next principle, try to memorize the 
following three sets of five syllables each, and see which you 
have learned best: (i) niz, taf, hig, div, vag; (ii) dog, sin, her, 
all, big; (iii) the big dog bit her. The three sets are equally 
long, but differ greatly as to meaning. Hence the second factor 
in learning: , 

(2) Other things being equal, we learn any particular 
item in the degree that it has meaning to us, has meaning in 
terms of what we already know. 

Again, we all know from personal experience that names, 
faces, numbers, and other items of experience once learned 
tend to drop out of recall unless they are kept alive, so to say, 
by use. We may then add a third principle: 

(3) Other things being equal, items of experience are 
recallable in the degree of the frequency and recency of their 
use. 
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3. Cumulative Learning. Some things we learn in full 
strength all at once. When I got a telegram telling me that my 
long-time friend had passed away, I did not need repeated 
messages on successive days to strengthen the learning; the 
first one sufficed. But my regard for my friend had not come to 
me thus all at once. It was growing all the years I had known 
him. Each experience we lived through together contributed 
its added increment of insight into his character and to my 
regard for his worth. My feeling for him stands forth as a 
clear instance of cumulative learning. So likewise is it with our 
standards, our ideas, our principles of action, as we have pre- 
viously seen. Each is an instance of cumulative learning. 


4. Simultaneous or Concomitant Learning. In any signif- 
icant experience the human organism acts as an organized 
whole; thought and feeling, internal glandular secretion, heart 
and nerve—all act together. Each experience is thus a complex 
of many interacting parts and aspects. Any similar experience 
will repeat in some measure certain of the same thoughts or 
feelings or movements. Suppose now a series of related ex- 
periences, such as my successive experiences with my friend 
just discussed; the related thoughts of the successive experi- 
ences I had with him, and so of him, were accumulated and 
organized into my insight into his character. Similarly the 
related feelings of the successive experiences were accumulated 
and organized into my attitude of regard for him. 

In this way every school child, in addition to the arith- 
metic or history or geography which the old type of school 
sets him to learn, is thinking and feeling and concluding about 
the teacher, about school, about himself, about the subject. 
And these successive thoughts about the teacher are being 
collected to build the cumulative learning we call the child's 
conception of the teacher, what the child would expect of the 
teacher, under this, that, or the other condition. Similarly is 
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the child building his attitude toward school as a place to like, 
or to dislike and leave as soon as possible; toward school work 
as interesting or the reverse; toward each subject studied and 
each kind of work taken up; toward each child in the room, 
In particular is each child building his conception and attitude 
with reference to himself in relation to the other persons and 
things about him, a feeling of security in school life or of in- 
security, of confidence in himself or, on the contrary, an in- 
feriority complex. A certain child whose eyesight was defective 
but didn’t know it lost confidence in himself and in the people 
about him when he couldn’t see what they said they saw. 
Such cumulative learnings are always in process, many go- « 

ing on simultaneously all the active living time of each normal 
person. As curious as it may seem to us now, the teacher of the 
past was in effect ignorant of this cumulative simultancous or 
concomitant learning. The modern-minded teacher is well 
aware that out of these cumulative learnings—conceptions, 
attitudes, ideals, standards, habits, skills, and the like—is the 
child’s character all the time being formed. Even William 
James seems not to have considered these concomitant learn- 
ings, but if we include in the quotation given below the 
words added in brackets, we have an excellent statement of 
the accumulated result of all one’s learnings: 


We are spinning our own fates, good or evil, and never to be un- 
done. Every smallest stroke of virtue or vice [every accompanying 
thought or feeling] leaves its never-so-little scar. The drunken Rip Van 
Winkle, in Jefferson’s play, excuses himself for every fresh dereliction 
by saying, “I won't count this time!" Well, he may not count it, and 
a kind Heaven may not count it; but it is being counted none the less. 
Down among his nerve-cells and fibers the molecules are counting it, 
registering and storing it up to be used against him when the next 
temptation comes. Nothing we ever do is, in strict scientific literalness, 
wiped out (88:77f.) 1 


* Talks to Teachers. Copyright 1899 by Henry Holt and Company, Inc., 
New York, and used by their Peso. " ims 
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A close and significant relationship exists between the 
social and moral demands mentioned at the beginning of this 
chapter and the conceptions of learning just discussed—that 
we learn what we live, what we accept, the fact of simultaneous 
or concomitant learnings, and the cumulative nature of learn- 
ing. This relationship will appear increasingly important in the 
remainder of this book. 
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Foster McMurray (August 10, 1914—) grew up in 
Pennsylvania, and earned his bachelor’s degree from Millers- 
ville State College in 1938. He was awarded both the M.A. 
(1940) and the Ph.D. (1952) at Teachers College, Colum- 
bia University. 

Dr. McMurray’s first full-time teaching assignment was 
at the University of Texas, where he was an instructor for two 
years (1947-1949). In 1949 he went to the University of Illi- 
nois, where he now holds the rank of associate professor. Dur- 
ing recent summers he has been a visiting professor at the 
University of California at Berkeley and the University of 
Southern California. 

At present Professor McMurray is at work on a state- 
ment of a pragmatic educational philosophy appropriate to 
our times. "Intimations of such a modified pragmatic theory" 
are to be found among his writings in Lee J. Cronbach (ed.) 
Test Materials in Modern Education (the Fifty-seventh Year- 
book of the National Society for the Study of Education, 
Part I, Basic Concepts in Music Education), and in his recent 
article, "The Present Status of Pragmatism in Education," 
which is quoted here in full.* 


* Foster McMurray, “The Present Status of Pragmatism in Education," 
School and Society, Vol. 87, No. 2145, January 17, 1959, PP- 14-17. 
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THE PRESENT STATUS OF PRAGMATISM 
IN EDUCATION 


As in the earlier part of this century, pragmatism con- 
tinues to provide intellectual foundations for educational 
theory. No other philosophic system has been able to chal- 
lenge and overthrow it as a nexus of ideas for educational re- 
form. Nevertheless, those ideas and points of emphasis which 
might be regarded as new within the past decade or two are 
not pragmatic in origin. They are, in fact, antipragmatic and 
have been grafted upon the original and still undisturbed prag- 
matic foundation without awareness of a resulting incongruity. 

The incongruity results from efforts to serve a variety of 
interests that pragmatism cannot honor. These unsatisfied 
interests include: a concern to clarify relations between hu- 
man reason or intellect and the more practical cares of daily 
existence; a desire to avoid scientism and to recognize needs 
and forces in man’s emotional career which scientific method 
cannot incorporate; and, finally, a desire for a crusade, and a 
doctrine to support it, in behalf of social unity. 

One of the most common complaints against pragmatism 
is that, by an overemphasis upon the practical worth of ideas, 
pragmatists tend to denigrate pure reason and pure theory, 
' these being found valuable only in application and not in 
their own right. Humanists and scholars devoted to the past 
and to learning for the sake of learning alone are the largest 
group responsible not only for this criticism, but also for 
persistent attacks upon the distinctively modern in education. 
From within their own perspective they are partly right. It is 
true that pragmatists value ideas only for what can be 
accomplished in putting them to work. That is what the word 
“practical” means as a specially defined term in the vocabulary 
of pragmatism. But it is a technical meaning, wrongly under- 
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stood if interpreted as the more usual word of common par- 
lance. A mistake common among humanists is to suppose 
that pragmatists, like self-made men, would oppose theory to 
practice and pure science to applied science, finding less value 
in one than in the other. This mistake is further aggravated 
by supposing that pragmatism supports anti-intellectualism, 
Oddly, the truth about pragmatism on such matters is better 
understood by specialists in education than by academic schol- 
ars. Educationists are inclined to find in pragmatically in: 
spired educational doctrine too much of pure intellectualism 
and not enough of practicality. 

Those who place a highest educational value upon im- 
mediately useful knowledge have good reason to feel that 
pragmatism does not support their practical utilitarianism. 
According to John Dewey's theory, a good school program is 
one which leads pupils from an early interest in solving prob- 
lems of an immediately localized and concrete sort to a more 
mature interest in solving problems which arise through in- 
tellectual curiosity and a desire for abstract knowledge. 
Clearly, the intent of Dewey's theory was to stimulate more 
and better learning of arts, sciences, and technologies. There 
was in this program no concern for immediately practical or 
directly utilitarian bits of information and technique, nor any 
process of choosing and organizing information around char- 
acteristic activities of daily life. On the contrary, in Dewey's 
version of pragmatism characteristic activities of daily life 
were psychologically useful starting points for moving the 
learner to consideration of meanings increasingly remote, ab- 
stract, and related to one another in impersonal systems rather 
than to practical daily use. 

Taking Dewey's theory as representative of pragmatism, 
then, the emphasis of recent years upon “teal life” problems 
typical of life-adjustment education is not, as might be sup- 
posed, a further extension of that emphasis upon learning by 


176 


SOME DISCIPLES OF DEWEY: BODE, KILPATRICK, AND MCMURRAY 


problem-solving which pragmatists had originated. It is, in 
fact, a departure from the methodology of problem-solving 
and a return to older methods of teaching which pragmatists 
had decried. In a life-adjustment curriculum, problems com- 
mon to various stages in human development are preselected 
and organized into successive units rather than discovered by 
pupils in the course of their classroom activities. They are 
problems in which the direction of the learner’s growth is 
toward practical application rather than toward an increased 
sophistication in the abstractions of a scientific culture. Hence, 
recent trends toward “common learnings” are a reaction 
against what some educators find to be an impractical intel- 
lectualism. 

From a pragmatic viewpoint the simple practicality of 
life-adjustment education must seem dangerously naive. The 
intent of the practical-minded educator is to teach pupils 
precisely what they will need to know in situations character- 
istic of life outside of school. What is questionable in this 
worthy aim is the availability of knowledge in simple forms 
suitably adapted to practical application. 

What are called “real life" problems are those which 
have their most important consequences in the domains of 
society and human personality. In trying to solve them, any- 
one who uses intelligence must make many judgments of fact 
about subject matters which are now being studied within the 
various social sciences and psychology. But the state of these 
sciences is such that we know very little with proven assur- 
ance. This does not mean that the social sciences are useless. 
Given a serious problem, it would be foolish to ignore their 
potential resources. But such resources as we have are largely 
unproven theories and hypotheses. The question is, How use- 
ful are the theories of present-day social science in helping 
to solve practical problems in personal and social life? Even 
if we overlook the fact that many of these theories are in con- 
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flict with one another, we cannot avoid at least one conclusion: 
at this stage in history, efforts to solve “real life” problems by 
actions undertaken deliberately, on the basis of predictions 
that can be justified as better than blind guesses, must be 
undertaken with caution, with sensitivity to dangers stemming 
from ignorance and with a constant readiness to change, adapt, 
and modify in the face of uncertain or novel outcomes. This 
is a fact for which pragmatic education is especially suited. It 
is an education which emphasizes attitudes of experimental- 
ism and which teaches pupils to maintain a quality of cor- 
rigibility in ideas constructed for guidance of behavior. 

An attitude of tentativeness and corrigibility toward 
ideas, formerly a center of educational values for pragmatists, 
has diminished almost to a vanishing point not only for life- 
adjustment educators, but also for a group who regard them- 
selves as legitimate heirs of pragmatic doctrine. This is the 
group who call themselves "social reconstructionists." They 
find pragmatism itself in need of reconstruction, especially 
because of this emphasis upon scientific caution. It is not so 
much the Deweyan concept of experimental intelligence 
which troubles the social reconstructionists—a concept they 
continue to accept; it is more a matter of finding incompati- 
bility between scientific experimentalism and the urgency of 
need for social reform. Believing that social tensions have 
reached a peak of crisis, and believing that catastrophe can 
be averted only by quick unification, social reconstructionists 
feel that the pragmatic reliance upon nothing except experi- 
mental intelligence is not only much too slow and cautious, 
but also deficient on at least two counts. Pragmatism is de- 
ficient, they say, in supposing that knowledge and the intellect 
alone can release concerted human action. And it is also in- 
adequate in supposing that judgments of value are a form of 
knowledge, subject to intellectual hypothesizing and to test- 
ing in experience. Finding such deficiencies in pragmatic 
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theory, social reconstructionists have turned to other sources 
for ideas better suited to their purposes. 

No end of alternatives to pragmatism is available. A long 
line of social theorists, from Marx to Mannheim and Toynbee, 
provides diagnoses of social crisis and prescriptions for recon- 
struction. They support the social reconstructionists’ feeling 
that time is running short, demanding from us not only a 
sense of urgency, but also a nonrational commitment to a 
more glorious future. To support this commitment, recon- 
structionists have adopted several typical instruments: beliefs 
in a class struggle, in deliberately constructed and dissemi- 
nated myths, in social realism, and above all, in a civic re- 
ligion. In these respects social reconstructionists share with 
conservatives and reactionaries one of the most common of all 
complaints against pragmatism—the complaint, namely, that 
pragmatism fails to provide for man’s spiritual needs or for 
his emotional longing for a sense of allegiance to a force “big- 
ger than himself.” In another respect, however, social recon- 
structionists may be different from other kinds of religionists. 
Their concern with spiritual fervor seems to have been stimu- 
lated less by a concern for the spiritual as such and more by a 
conviction that religious-type feelings are a neccessary instru- 
mentality to a purely secular goal—in this case, zealous social 
action and unity of belief and value. To further assure this aim, 
they propose to use group dynamics as a technique for the de- 
liberate “engineering” of social consensus. 

Given a sense of crisis and of need for emotional com- 
mitment to rebuilding society, it is not surprising that social 
reconstructionists find pragmatism wanting. It is true that 
pragmatism cannot satisfy such needs, and, judging by the 
popularity of life adjustment and social reconstructionism, it 
might seem that a hunger for nonrational and noncognitive 
supports is a widespread feature of our present educational 
world. At the very least, there seems to be strongly evident a 
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desire among educators for a new stability in manners, mores, 
and morality, and for a larger core of shared expectations and 
shared satisfactions with the various roles each person plays. 
In the kind of pragmatism best known to educators, there 
would seem to be little or no sympathy for those who seek 
stability and emotional satisfaction. 

What is surprising in these developments is that the 
experimentalist theory of intelligence is not re-examined. Hav- 
ing accepted it, and having found intelligence of that kind 
not appropriate to their purposes, social reconstructionists 
then conclude that, for prompt social action, we must rely 
upon something other than intelligence. Some of them have 
gone so far as to sanction a pragmatic theory of knowing 
and at the same time to reject a pragmatic theory of value in 
favor of its principal opposite. By thus subscribing to an 
emotivist theory of value, social reconstructionists are free to 
separate goals of social action, and their supporting emo- 
tional forces, from that which is supported by reason and 
evidence. This makes it easier to vindicate education by in- 
doctrination, myth-making, and “civic” religion. To a self- 
consistent pragmatist this splitting of allegiance is logically 
absurd. The pragmatic theories of knowing and of valuing 
imply one another and are inseparable. 

The struggles of contemporary educators to adapt their 
pragmatic inheritance to alien values and incompatible ideas 
may be explained in at least two ways. On the one hand, it 
may be said that life adjusters and social reconstructionists 
are not temperamentally suited to the hardheaded quality of 
pragmatism. They are the tender hearted, seeking warmth 
and the stability which accompany brotherhood in a cause 
or in like-mindedness. On the other hand, it may be said that 
pragmatism is partly at fault. The possibility here is that the 
charge of scientism, often directed at pragmatists, is partly 
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true—true not in the sense intended by nonpragmatists, per- 
haps, but in a different respect. 

What causes people like the social reconstructionists to 
supplement their pragmatic base is a feeling that, if intelli- 
gence requires experimentalism rather than conviction, scien- 
tific detachment instead of loyalty, or open-mindedness in- 
stead of like-mindedness, then the antitheses of intelligence 
must be preserved in some way other than by the use of reason 
and the appeal to experienced evidence. This reflects a despair 
that intellectual responsibility can serve values with greater 
reliability than instruments of a more primitive kind. But the 
fact is that deliberate thoughtfulness, the use of evidence, 
and the search for tests in experience are the only methods 
for guiding social action that is compatible with democracy. 
When a group holds its ideals for social action apart from 
critical examination, relying instead upon indoctrinated emo- 
tional loyalties, then democarcy is endangered. There are 
social reconstructionists who might admit this. Their dif- 
ficulty lies in being unable to bring together a variety of 
values under one embracing theory. As they see it, intelligence 
is to be valued, but so also are other ends which the Deweyan 
kind of intelligence would depress. Perhaps a better way out 
of this impasse is to redefine intelligence so that it does 
not seem antithetical to feelings of conviction and loyalty. 

There is a kind of pragmatism, different from the Dewey 
experimentalist sort, which does not equate the method of 
intelligence with the methods of experimental science, nor 
with tentativeness and emotional detachment. This is the kind 
of pragmatism originally conceived by C. S. Peirce, founder 
of the school. One of its characteristics is to analyze intelli- 
gence as that which guides action, not primarily the action of 
experimental scientists, but any action which may be per- 
ceived as the deliberate behavior of a human being. Within 
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this alternative kind of pragmatic approach, a goal of 
philosophic analysis is to discover under what circumstances 
the quality of belief or conviction is justified (as contrasted 
with verified) and to find criteria for decision-making even 
when sound knowledge is not available. This places no 
premium on a preferred attitude but asks instead about the 
contribution of intelligence to all legitimate strivings, in- 
cluding as potentially intelligent any kind of behavior marked 
by deliberate intent. Inquiry in these directions gives no sup- 
port to a social reconstructionist’s feeling that, for action in 
a social crisis, we must go beyond the limited uses of intelli- 
gence. Unfortunately, this alternative form of pragmatism 
has not influenced educational theorists. 

A hope that heirs of Dewey’s educational theory may 
continue to refine or to correct their position is not entirely 
forlorn. In his recent book, “American Pragmatism and Edu- 
cation,” John Childs takes issue with a characteristic tenet. 
In agreement with Dewey, experimentalists have maintained 
that the method of scientific research, by which new materials 
are added to knowledge in the public domain, is also the best 
method for communication of that knowledge to schoolroom 
learners. It is claimed, in short, that the logic of discovery is 
the same as the logic of communication. Dr. Childs, on the 
contrary, doubts that “. . . the problem of the communica- 
tion and the acquisition of meaning can be equated with 
the problem of the discovery of meaning in the sense in 
which the achievement of knowledge through research is 
ordinarily interpreted.” Although he does not push his doubts 
into the proposal of an alternative, Dr. Childs is sensitive to 
one of the more serious theoretical inadequacies in the kind 
of pragmatism that has dominated educational theory. 

The problem of communication as related to discovery 
is one which may be resolved in a different way even within 
the limits of pragmatism. Between those who support the 
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experimentalist position and those others within pragmatism 
who would not, there is an underlying issue, more fundamental 
for pure theory. It concerns the mind and its ideas. Dewey and 
the experimentalists have maintained that ideas are inter- 
mediate between the occurrence of a troublesome situation 
and its resolution. This suggests that the mind is called into 
play by an environmental stimulus and then, having served 
its instrumental role, it ceases to qualify behavior until the 
next problem has appeared somehow within the existential 
environment. The alternative to this, which is at least as 
pragmatic as instrumentalism, is to maintain that mind and its 
ideas qualify behavior in greater or less degree constantly 
rather than intermittently. From this it follows that ideas 
have a part to play in constructing the environment and in 
discerning what is problematic within it. From this follows a 
further idea about the logic of communication. 

In their creative role, scientists use concepts and con- 
structs as instruments of research. When communicating 
their findings, however, they use these same concepts in a 
different way. They use them to narrate and describe some 
aspect of the world as found. As instruments of narration and 
description, concepts function for learners in a way different 
than for researchers. Through the ideas they evoke, concepts 
function either by pointing to what had been overlooked in 
the perceived environment, or else, by literary means, they 
lead a learner to reconstruct in different detail or in greater 
scope his projection of a surrounding reality. The effect of 
having comprehended a communication is to modify the intel- 
lectual instruments by which reality is interpreted and, hence, 
to modify sensitivity to environmental stimuli. This is a 
process which Dewey’s instrumentalism had neglected and 
which may become an area of inquiry for younger pragmatists 
in the future. 
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(Cultural Reconstruction: 
Counts and °Brameld 


A: GEORGE SYLVESTER COUNTS 


George Sylvester Counts (December 9, 1889—) received 
the A.B. degree from Baker University, Kansas, in 1911. After 
receiving his Ph.D. from the University of Chicago in 1916, 
he served as head of the Department of Education and direc- 
tor of summer school at Delaware College. In 1918 he was 
appointed professor of Educational Sociology at Harris Teach- 
ers College, St. Louis, and the following year became professor 
of Secondary Education at the University of Washington. 
From there he went to Yale University as associate professor 
of Education in 1920, and was made professor in 1924. In | 
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1927, following a year at the University of Chicago, he became 
professor of Education at Teachers College, Columbia Uni- 
versity, and is now emeritus. 

Counts is known as a representative of the “social recon- 
struction” movement in American Education. He was a leader 
of the movement, which reacted against the child-centered 
school of progressive education and demanded that educa- 
tion face every social issue squarely and courageously. He 
contended that progressive education had failed to develop 
a theory of social welfare, unless that theory were extreme 
individualism. The reconstructionists were particularly active 
during the period following the Depression. 

Counts has a long list of published works, the most 
recent of which include Education and the Promise of Amer- 
ica, Education and American Civilization, Decision-making 
and American Values in School Administration, Education of 
Free Men, American Education Through the Soviet Looking 
Glass, and The Challenge of Soviet Education. His Dare the 
School Build a New Social Order? published in 1932, is one of 
the best-known works prepared by an exponent of social re- 
construction. It is from this small volume that the reading 
that follows has been selected.* 


DARE THE SCHOOL BUILD A 
NEW SOCIAL ORDER? 


Tie weakness of Progressive Education thus lies in the fact 
that it has elaborated no theory of social welfare, unless it 
be that of anarchy or extreme individualism. In this, of course, 

* George Counts, Dare the School Build a New Social Order? New York: 


The John Day Company, Inc., Publishers, 1932, pp. 7-8, 9-10, 27-30. Copy- 
right 1932 by George S. Counts. Used by permission of the publisher. 
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it is but reflecting the viewpoint of the members of the 
liberal-minded upper middle class who send their children 
to the Progressive schools—persons who are fairly well-off, who 
have abandoned the faiths of their fathers, who assume an 
agnostic attitude towards all important questions, who pride 
themselves on their open-mindedness and tolerance, who 
favor in a mild sort of way fairly liberal programs of social 
reconstruction, who are full of good will and humane senti- 
ment, who have vague aspirations for world peace and human 
brotherhood, who can be counted upon to respond moder- 
ately to any appeal made in the name of charity, who are 
genuinely distressed at the sight of unwonted forms of 
cruelty, misery, and suffering, and who perhaps serve to soften 
somewhat the bitter clashes of those real forces that govern 
the world; but who, in spite of all their good qualities, have 
no deep and abiding loyalties, possess no convictions for which 
they would sacrifice over-much, would find it hard to live 
without their customary material comforts, are rather in- 
sensitive to the accepted forms of social injustice, are content 
to play the réle of interested spectator in the drama of human 
history, refuse to sce reality in its harsher and more disagree- 
able forms, rarely move outside the pleasant circles of the 
class to which they belong, and in the day of severe trial will 
follow the lead of the most powerful and respectable forces in 
society and at the same time find good reasons for so doing. 
These people have shown themselves entirely incapable of 
dealing with any of the great crises of our time—war, prosper- 
ity, or depression. At bottom they are romantic sentimen- 
talists, but with a sharp eye on the main chance. That they can 
be trusted to write our educational theories and shape our 
educational programs is highly improbable. 


If Progressive Education is to be genuinely progressive, it 
must emancipate itself from the influence of this class, face 
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squarely and courageously every social issue, come to grips 
with life in all of its stark reality, establish an organic relation 
with the community, develop a realistic and comprehensive 
theory of welfare, fashion a compelling and challenging vision 
of human destiny, and become less frightened than it is today 
at the bogies of imposition and indoctrination. In a word, 
Progressive Education cannot place its trust in a child-cen- 
tered school. 


If we may now assume that the child will be imposed 
upon in some fashion by the various elements in his environ- 
ment, the real question is not whether imposition will take 
place, but rather from what source it will come. If we were 
to answer this question in terms of the past, there could, I 
think, be but one answer: on all genuinely crucial matters the 
school follows the wishes of the groups or classes that actually 
rule society; on minor matters the school is sometimes allowed 
a certain measure of freedom. But the future may be unlike 
the past. Or perhaps I should say that teachers, if they could 
increase sufficiently their stock of courage, intelligence, and 
vision, might become a social force of some magnitude. About 
this eventuality I am not over sanguine, but a society lacking 
leadership as ours does, might even accept the guidance of 
teachers. Through powerful organizations they might at least 
reach the public conscience and come to exercise a larger 
measure of control over the schools than hitherto. They would 
then have to assume some responsibility for the more funda- 
mental forms of imposition which, according to my argument, 
cannot be avoided. 

That the teachers should deliberately reach for power 
and then make the most of their conquest is my firm convic- 
tion. To the extent that they are permitted to fashion the cur- 
riculum and the procedures of the school they will definitely 
and positively influence the social attitudes, ideals, and be- 
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havior of the coming generation. In doing this they should 
resort to no subterfuge or false modesty. They should say 
neither that they are merely teaching the truth nor that they 
are unwilling to wield power in their own right. The first 
position is false and the second is a confession of incompe- 
tence. It is my observation that the men and women who 
have affected the course of human events are those who have 
not hesitated to use the power that has come to them. Repre- 
senting as they do, not the interests of the moment or of any 
special class, but rather the common and abiding interests of 
the people, teachers are under heavy social obligation to pro- 
tect and further those interests. In this they occupy a relatively 
unique position in society. Also since the profession should em- 
brace scientists and scholars of the highest rank, as well as 
teachers working at all levels of the educational system, it has at 
its disposal, as no other group, the knowledge and wisdom of 
the ages. It is scarcely thinkable that these men and women 
would ever act as selfishly or bungle as badly as have the so- 
called "practical" men of our generation—the politicians, the 
financers, the industrialists. If all of these facts are taken into 
account, instead of shunning power, the profession should 
rather seek power and then strive to use that power fully and 
wisely and in the interests of the great masses of the people. 
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Theodore Brameld (January 20, 1904—) received his 
A.B. degree in 1926 from Ripon College, Wisconsin. After 
receiving the Ph.D. from the University of Chicago in 1931, 
he accepted an appointment as instructor in Philosophy at 
Long Island University. He went to Adelphi College as as- 
sistant professor in 1935, and was made associate professor 
in 1938. The following year he joined the staff of the Uni- 
versity of Minnesota as associate professor of Educational 
Philosophy and was promoted to professor in 1945. In a 
similar capacity, he was a member of the faculty of New York 
University from 1947 to 1958, at which time he became pro- 
fessor of Educational Philosophy at Boston University, where 
he now teaches. He has been a visiting member of the faculties 
of Dartmouth College; The University of Puerto Rico; The 
University of Wisconsin; Teachers College, Columbia Uni- 
versity; The New School for Social Research; and the Wil- 
liam Alanson White Institute of Psychiatry. He holds an 
honorary Doctor of Education degree from Rhode Island 
College. 

Among his best-known works are Ends and Means in 
Education—A Midcentury Appraisal, Patterns of Educa- 
tional Philosophy, Philosophies of Education in Cultural 
Prospective, Toward a Reconstructed Philosophy of Educa- 
tion, Design for America, Minority Problems in the Public 
Schools, Cultural Foundations of Education, The Remaking 
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of A Culture, and Education for the Emerging Age. In addi- 
tion, he has contributed regularly to professional journals in 
education, 

In his book, Toward A Reconstructed Philosophy of 
Education, published in 1956, Professor Brameld offered the 
premise that the progressive-education movement may have 
served its day of usefulness, and that some logical outgrowth 
of this movement is needed if education is to go forward. The 
hope lies, he believes, in cultural reconstruction. 

More recently he published “Imperatives for a Recon- 
structed Philosophy of Education” in School and Society. 
This article is quoted in full in these readings.* 


IMPERATIVES FOR A RECONSTRUCTED 
PHILOSOPHY OF EDUCATION 


RECENTLY an invitation came to me, as it did to others, that 
was unusual not only in itself but because of its signers. I was 
asked to comment for the impending 1oth Anniversary Con- 
ference of the New Lincoln School on this kind of question: 
"What should American education become in the next ten 
years?" The signers were: William H. Kilpatrick, Jerrold , 
Zacharias, Arthur Bestor, and Robert M. Hutchins. Almost 
anyone would be intrigued by such an invitation: could it 
mean that leaders representing such extremely diverse educa- 
tional views as Kilpatrick and Hutchins were actually going 
to listen carefully to one another? My reply provides the 
framework for this article. 

Addressing myself to Dr. Kilpatrick, I wrote as follows: 

* Theodore Brameld, “Imperatives for a Reconstructed Philosophy of 


Sune School and Society, Vol. 87, No. 2145, January 17, 1959, pp- 
18-20. 
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Your desire to include the views of people of very different edu- 
cational outlooks is most commendable and surely much needed in a 
time of extraordinary concern. . . . As you know, my own philosophic 
position in education is quite unorthodox and differs at rather crucial 
points not only from your own but particularly from that of Dr. 
Bestor and Dr. Hutchins whose names accompany your Own. . . » I 
assume that, since you have written me, you wish to have my viewpoint 
heard along with others. 

... The challenge of the sputnik has not only aroused the 
American people from their educational lethargy as few if any events 
have done, but it has since demonstrated the appalling confusion 
among us as to the functions and purposes of education in our democ- 
racy. Even more appalling, if that is possible, is the evidence that ex- 
ceedingly powerful voices in America—exemplified by Life and Time 
—oversimplify and prejudge the issues. The editorial in the March 
31st [1958] issue of Life, reprinted in Time, The New York Times, 
and elsewhere, so outrageously falsified these issues that the Philosophy 
of Education Society in its annual meeting, Indianapolis, April 2, 
1958, unanimously went on record in condemnation of such "irre- 
sponsible” journalism. The President of the Society, incidentally, was 
Father R. J. Henle, S. J., and many members are in disagreement with 
the philosophy of John Dewey, which was especially under attack in 
the editorial. 

And yet, in one respect, the thesis of the Life editorial represents 
the attitudes of millions of so-called, self-appointed "authorities" on 
American education. This thesis is, of course, that education must 
ultimately choose between two points of view—the one, represented 
by the progressivism of Dewey and his disciples; the other, represented 
* by the kind of neo-conservatism which Life itself espouses and which, 
typified by the writings of such earnest persons as Professor Bestor, has 
the support of all those forces in the culture that identify education 
with traditional forms of learning and classical subject matters. 

. . . This kind of either-or choice is quite as false as is the kind 
of pseudo-syntheses and patchwork proposals exemplified in the 
equally earnest writings of Professor Paul Woodring. There is, I sub- 
mit, a radically different approach to the problem which we shall 
have to give consideration if we are not to be deluded indefinitely by 
oversimplifications and fuzzy or nostalgic thinking. This approach is 
based upon at least two fundamental premises. 

The first premise is that we live today in one of the greatest 
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periods of crisis in human history. Granting that all history consists 
of recurrent crises, this one is unprecedented in several ways, the most 
monstrous of which is the fact that man has achieved the capacity 
to destroy civilization over night. America, living as it does in an aura 
of deceptive prosperity and complacency, refuses thus far to admit 
this fact with any real conviction. In many other parts of the world, 
however, the masses of people are very deeply concerned—so deeply 
that, as anyone knows who follows world events, our own country is 
looked upon with more and more skepticism, less and less as the great 
democratic vanguard which it once was. 

The second premise is that, just as the physical sciences have 
recently passed through a revolution which was, indeed, partly respon- 
sible for the crisis itself, so today the behavioral sciences . . . are 
rapidly entering upon a revolution of their own. This revolution is 
already awakening those familiar with it to the realization that man- 
kind is now approaching the opportunity to achieve a world civilization 
of abundance, health, and humane capacity that is as life-affirming 
and promising as the crisis symbolized by sputniks and hydrogen 
bombs is life-denying and dreadful. 

The kind of education needed in America must, I submit, be 
reconstructed upon these two premises. It can become an education 
that inspires young people to adventure and creation and yet is at 
diametrically opposite poles from its one real opponent—the totali- 
tarian education of the communist orbit. Instead of being based 
upon outmoded conceptions of learning and discipline, such as are 
at bottom endorsed by the neo-conservative forces, it can utilize the 
richest resources of the behavioral sciences and a theory of unified 
man which those resources elucidate. The superficial arguments of the 
proscience versus the pro-humanities groups are overarched in the 
same way as are those between the so-called educationists and acad- 
emicians. 

"Teacher training, for example, would of course be reorganized 
once such a conception took hold. Of course it is cluttered with busy 
Work, with over-emphasis upon method, and with all sorts of absurdi- 
ties. But so, too, would the liberal-arts program of the typical high 
school and college require reorganization—characterized as it often 
is with a chaos of unrelated courses, bad teaching, and unmotivated 
learning. Neither teacher training nor liberal arts can be called satis- 
factory because neither is governed by a philosophy of education and 
culture suitable to a world in crisis. And neither is satisfactory because 
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neither is aware (except vaguely at most) that a revolution in the be- 
havioral sciences, which is breaking down old classifications and open- 
ing new vistas of human potentiality, is already well under way. 

I cannot now indicate in any detail what this conception would 
mean for the curriculum, for standards of scholarship, for school ad- 
ministration, or for the profession of teaching; I can only suggest that 
it does mean a completely new look at all of them. The question of 
how to move from the high level of generalization to the concrete 
level of practice is, however, answerable in one way here. There is 
pressing need for new forms of educational experimentation—new 
designs in the form of testable hypotheses. . . . The time has come 
to initiate audacious, imaginative pilot projects based upon the con- 
ception I have tried to indicate. Teachers and students alike would 
enter into them with an excitement that could be contagious, and 
that could affect education not only throughout America but through- 
out other countries that are attuned to the crisis of our time and await 
our leadership again. 


The remaining paragraphs spell out a little further the 
implications of the above statement. 

The first premise—that we live in an age of crisis—is 
supportable in a great many ways besides the one selected for 
mention. Granting that destruction by nuclear war is the most 
horrifying fear of our time, only a little less horrifying are the 
insidious disintegrations threatened by radioactive fallouts. 
Add to these the record of two bloody intercontinental wars 
within a quarter-century, the rise of a mighty totalitarian sys- 
* tem that already jeopardizes America’s position as the fore- 
most industrial power, and now the looming conquest of 
space with its portents of evil as well as good. For any educa- 
tional system not to give these events priority, for it not to 
provide every possible opportunity to diagnose their causes 
and to consider how the growing generation may cope with 
them while time remains, is for that system to shirk its most 
urgent responsibility. 

Although certain other viewpoints besides the one I sup- 
port would agree on the fact of major crisis, no other derives 
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from it similar educational imperatives. The most crucial of 
these rest upon the second major premise—the revolution oc- 
curring in the behavioral sciences. This revolution requires 
education to re-examine its whole conventional structure and 
to consider news ways of (1) ordering its subject matters, 
(2) engaging in the processes by which they are taught and 
learned, and (3) formulating the purposes of school and so- 
ciety. 

None of these imperatives would have been practicably 
realizable before the emergence of such young sciences as 
cultural anthropology and psychiatry, or the interrelating of 
these with such older ones as economics, sociology, and his- 
tory. None of them depends upon metaphysical or otherwise 
speculative doctrines of the classical philosophies. All of 
them, while open to a great deal of further clarification and 
verification, are potentially demonstrable and defensible in 
the same way that all science is demonstrable and defensible. 

Let me try now to illustrate each of the three imperatives 
in educational terms. 

1. Up to this time, the structure of the typical school and 
college curriculum has been largely a jumble of discrete sub- 
ject matters that, for the average student, have little or no 
meaningful relations to one another—languages, mathemat- 
ics, social science, natural science, and others—each of which 


is often again subdivided into further discrete units. The be- ' 


havioral sciences are now demonstrating that, as far at least as 
all the areas having to do with biopsychological experience 
are concerned, these divisions and subdivisions are less and 
less tenable. Concepts such as organism, connoting relation- 
ships between parts as much as the parts related, are replacing 
the older atomistic concepts. Human life, individually and 
culturally, is increasingly seen in terms of patterns and con- 
figurations. 


Programs of general or integrated education, recognizing 
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that something must be done to give meaningful unity to the 
curriculum structure, have sometimes been tangentially af- 
fected by this interdisciplinary view of human behavior. Un- 
fortunately, however, they also have been plagued by the same 
confusions in theory and practice that are chronic to other 
educational programs. Some general educationists, for ex- 
ample, take their cue from the physical sciences; others, from 
neo-scholasticism or like doctrines. Few as yet regard the tasks 
and goals of human beings as the first and most important 
concern of vital education in an age such as ours, or, for that 
matter, in any age. 

This is not to say that the physical sciences, any more 
than the humanities, should be neglected by the needed new 
framework. It does mean that they are encompassed by it. 
A theory of unified man, both derived from and contributing 
to our experimental knowledge of human behavior in its 
multiple perspectives, not only should integrate all other fields 
of knowledge; it should provide them with a fresh and potent 
significance. 

2. The required rebuilding of teaching and learning 
processes is heralded by a great body of recent behavioral re- 
search, only a fraction of which has begun to permeate educa- 
tional practice. Perhaps the one point where permeation has 
occurred at all fruitfully thus far is in the methodology of 
* "group dynamics.” Yet, even here, as so commonly happens 
in educational circles, it has acquired more often the earmarks 
of a superficial fad than of a profound process dependent 
upon a widening range of discoveries about the “fields of 
forces” that constitute the interactions of human beings in 
their multiple roles. 

Even more promising is the “culture-and-personality” 
frontier, Here anthropologists and psychologists are joining 
hands, And they are demonstrating that learning, for example, 
involves polaristic dimensions of inner and outer experience, 
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some of it quite unconscious, that have been almost totally 
neglected by the orthodox formulations still underlying class- 
room routines. 

Again, the problem of how to enlist education in the 
processes of institutional change so that it functions, not 
merely to transmit but to modify and reconstruct outmoded 
arrangements, can now be attacked with the aid of substan- 
tial knowledge. The concept of crisis itself exemplifies this 
opportunity. Citing outstanding authorities in the behavioral 
sciences, I have pointed out elsewhere that 


There is no good reason, except timidity or irresponsibility, that pre- 
vents high schools and colleges from encouraging young people to 
analyze both the meaning of crisis theoretically and its manifestations 
overtly. Leaders ought accordingly to clarify their orientation here: 
they ought to face the issue of whether education is to be regarded as 
capable of sharing importantly in the control and resolution of crises, 
or as a pawn of overpowering material or spiritual forces beyond con- 
trol and resolution.1 


3. The shaping of new purposes for education and cul- 
ture is also becoming feasible in a way that could hardly have 
been conceived even three or four decades ago. In other words, 
the behavioral sciences are beginning to prove, really for the 
first time in history, that it is possible to formulate human 
goals not for sentimental, romantic, mystical, or similarly 
arbitrary reasons, but on the basis of what we are learning ' 
about cross-cultural and even universal values. Though 
studies in this difficult field have moved only a little way, 
they have moved far enough so that it is already becoming 
plausible both to describe these values objectively and to 
demonstrate that most human beings prefer them to alterna- 
tive values. 

Freedom is an example. By analyzing drives and motiva- 


*“Cultural Foundations of Education—A\ Interdiscipli Explora- 
tion.” New York: Harper, 1957, p. 153. TRE lU, 2 bos 
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tions, by determining what human beings in many different 
cultures most deeply need and want, freedom both as fact 
and norm undergoes something of a metamorphosis of mean- 
ing. Yet it preserves the rich kernel of significance intuited by 
Jefferson and other geniuses of a pre-scientific age. 

This way of constructing educational purposes rests, too, 
upon an expanding inventory of research evidence. Human 
resources for a happy life on earth are infinitely greater than 
we have ever dreamed possible—resources that we have hardly 
begun to tap because we are so often blinded by conflict, ig- 
norance, and fear. A truly goal-centered education could con- 
tribute more than any other agency to displacing these de- 
structive forces by scientifically ascertainable and testable 
hopes for the future of mankind. 

To what extent is educational theory presently concerned 
with the kind of imperatives that I have indicated? I regret 
to say: very little, indeed. The only recent books that, in my 
judgment, help (each in a different way) are three: “The 
Ideal and the Community—A Philosophy of Education,” by 
I. B. Berkson,? “Philosophy of Education for Our Time,” by 
Frederick Mayer;? and “Philosophy and Education,” edited 
by Israel Scheftler.* 

It is difficult, however, to feel that the dominant neo- 
conservative mood of the moment is anything more than 
` passing. The single most encouraging fact about the behav- 
ioral sciences as they are now swiftly developing (I have been 
able, of course, to reveal only a few glimpses) is that they 
offer so little comfort to those of such a timid if not defeatist 
mood and so much support to those who continue deeply 
to believe in the need of a philosophy and program appro- 
priate to our revolutionary age. 

? New York: Harper, 1958. 

2 New York: Odyssey, 1958. 
* Boston: Allyn and Bacon, 1958. 
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Idealism is the philosophy from which pragmatism 
emerged and against which it revolted. As a philosophy it is 
opposed to ordinary common-sense dualism, which regards 
knowledge as the result of the more or less accidental relation- 
ship between two separate entities: mind, on the one hand, 
and the thing with its attributes on the other. The dualism 
of independent things and thinking persons is eliminated by 
uniting them under the relation of “determining and deter- 
mined.” Mind and things are viewed as but passing manifesta- 
tions of a single energy that constitutes the essence of all 
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things. In the words of Horne, whom we shall have occa- 
sion to study in these readings: “There is but one vast mean- 
ing running through all the facts of existence, like the mind 
through the body. Mental facts are both facts and meanings, 
while physical facts also have their mental meaning . . . 
existence is one unity ‘whose body Nature is, and God the 
soul.’” This, says Horne, is the unverified “guess” of the 
idealist. 

Idealism may be said to have begun with Plato (428- 
348 B.c.). The clearest statement of what has come to be 
known as Platonic idealism is to be found in his classical work, 
the Republic. Plato tells us that most men remain on the level 
of instable facts, not well-understood concrete physical ob- 
jects. Their knowledge is marked by opinion and guesswork. 
Some men do proceed to higher levels of intelligence, how- 
ever, and these levels are scientific truths and a wholeness 
of vision that is above science. The very highest level consists 
in seeing the interconnectedness of all things. Here, reality 
takes the form of permanence and is found in universals, 
laws, and first principles. As the mind reaches these universals, 
laws, and principles, it escapes from the world of the senses 
into the world of ideas. 

Plato outlines a system of education for the city-state 
in his Republic, and extends his ideas somewhat later in his 
discussion of education in the Laws. Although he lived in 
Athens for much of his life, he drew upon Sparta as his model. 
This has been explained by the decay that was evident in 
Athenian democracy, and the greater order and permanence 
that Plato thought he saw in Spartan society. 

So far as education in the United States is concerned, the 
roots of the idealistic philosophy of edücation are to be found 
in nineteenth-century German idealism and in the work of 
Hegel in particular. Hegel ( 1770-1831), however, did not 
write a treatise on education, although Millicent Mackenzie 
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has pieced together what she believes to be Hegel’s system of 
educational thought.* 

Underlying Hegel’s educational principles was the belief 
that ultimate reality was mind, and that progress was the re- 
sult of the reconciliation of opposites: thesis, antithesis, and 
synthesis. One of his convictions that found great favor in 
certain educational circles in this country was that each in- 
dividual tends to reproduce in miniature the stages of devel- 
opment of the race. G. Stanley Hall of Johns Hopkins 
University, John Dewey’s major professor, was one who em- 
braced it. 

But it was William T. Harris who, more than anyone 
else, brought Hegelianism to the attention of American edu- 
cators—both through his articles in the Journal of Specula- 
tive Philosophy, a series of books he edited for Appleton, and 
his influence as Superintendent of Schools in St. Louis, Mis- 
souri, and as United States Commissioner of Education. In 
fact, the first book in the Appleton series was a translation 
of a book written by Rosenkranz, a middle-of-the-road Hege- 
lian. This volume, for a number of years, was the only avail- 
able textbook in the philosophy of education in the United 
States.t 

Johann Karl Friederich Rosenkranz (1805-1879) be- 
lieved that the goal of education was to develop the theoreti- 
éal and practical reason in each person. The general form of 
education was determined by the nature of the human mind. 
In the small child below the age of six the mind was essen- 
tially undeveloped, and this period was chiefly one of physi- 
cal development. Soon the mind became absorbed in the 
observation of surrounding objects and discovered laws and 


* Millicent Mackenzie, Hegel’s Educational Theory and Practice. Lon- 


don: Swan Sonnenschein & Co., 1909. 
K. F. Rosenkranz, The Philosophy of Education (trans. by Anna 


J. 
C. Brackett). New York: Appleton, 1886. 
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principles in nature. Finally these laws and universal princi- 
ples were identified with reason. Goodness and truth had ab- 
solute power in the universe, according to Rosenkranz. They 
were never without power in the world, and they were never 
without means for overcoming anything that stood in the 
way of their realization. Unconditional obedience to duty 
was advocated, and religion was viewed as recognizing God's 
absolute existence above the earthly realm of charge and de- 
cay. With regard to political education, Rosenkranz recom- 
mended a general education for all—arithmetic, writing, and 
reading—providing a picture of the world so that citizens 
could direct the course of their affairs on this planet, and a his- 
tory of the state so that each citizen might see the circumstances 
in which he lived as a result of the work of his forebears. 
Moreover, it was desirable to understand the history of one's 
country in relation to that of the rest of the world, so that 
one might estimate the interests of his country. In this re- 
spect Rosenkranz appears to have been more liberal than 
Hegel, who is supposed to have said, “. . . boys should have 
no present-day political opinion . . . the schools no less than 
the pupils must consider themselves subordinate to the . . . 
state.” 

Herman H. Horne became the first American idealist 
to prepare a textbook in the philosophy of education; how- 
ever, he began his teaching career by using the Brackett trans- 
lation of Rosenkranz. One chapter from the 1927 revision of 
his own book is included in these readings. This selection is 
of value mainly from the standpoint of the history of the phi- 
losophy of education; nevertheless, the chapter is worthy of 
careful study, since it was the forerunner of the position of 
modern idealists, 

Among the better-known idealists writing on education 
today are Theodore Meyer Greene and J. Donald Butler. The 
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selection from Greene deals with liberal education and repre- 
sents what he had to say in his Inglis Lecture at Harvard in 
1952. It is especially interesting to note that Greene begins 
with three presuppositions taken directly from Dewey, to 
which he adds a fourth, which represents his idealistic pre- 
disposition: “. . . man and nature do not comprise the whole 
of reality but . . . are . . . grounded in an ultimate reality 
that transcends space and time and all finite existence.” He 
uses these four presuppositions as a frame of reference when 
he searches out the basic concepts with which to re-examine 
the education of free men in a free society. 

We have examined Butler's ideas in the introduction to 
Part One, and thus need not deal further with them here. 
Suffice it to say that Butler is probably the most prolific and 
best known among the idealists. 

The idealists, in spite of their many contributions to 
American education, now appear to have relatively little in- 
fluence. Butler recently wrote that the reason for the wane of 
idealists is that "there is not sufficient penetration and depth 
among us ... we are continuing a kind of holding action 
against the pragmatists,' i and he could have added the 
realists, analysts, and existentialists as well. He then stated in 
another place in the same article, “We are no more construc- 
tive than the present generation of Dewey-exponents who are 
mouthing an orthodoxy which has had its day." Butler is 
not entirely pessimistic, for he believes that idealism offers the 
present generation a conviction that “where there is knowl- 
edge it is someone's knowledge" and that knowledge is es- 
sentially individual and personal and not mechanical. If this 
is true, then “there is some kind of revelation, or at least 
discerned insight, in knowledge and learning which is human 

1 J. Donald Butler, “Idealism in Education Today," School and Society, 
Vol. 87, No. 2145, January 17, 1959, pP- 8-10. 
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The Philosophical Aspects 
of Education 


HERMAN HARRELL HORNE 


- Herman Harrell Horne (November 22, 1874-August 16, 
1946) earned the A.B. degree from the University of North 
Carolina in 1895, and the A.M. and Ph.D. from Harvard 
University, the latter in 1899. He later studied at the Univer- 
sity of Berlin. He began his teaching career as instructor in 
Modern Languages at North Carolina during his senior year 
there, and served as instructor in Philosophy at Dartmouth 
College after receiving his doctorate. The following year he 
was appointed assistant professor of Philosophy and Pedagogy 
and was promoted to professor of Philosophy five years later. 
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In 1909 he accepted the position of professor of History of 
Education and History of Philosophy at New York Univer- 
sity, a post he held until his retirement as professor emeritus 
in 1942. He was a member of a number of professional so- 
cieties, including the Religious Education Association, the 
American Philosophical Association, and the American Acad- 
emy of Political and Social Science. He lectured widely 
throughout the country on philosophy, pedagogy, and religion. 

Horne demonstrated a wide interest in questions of re- 
ligion and education and this interest was reflected in the 
more than twenty publications bearing his name. Among his 
better-known works in education are Idealism in Education, 
The Philosophy of Education, and The Democratic Philoso- 
phy of Education—Companion to Dewey's Democracy and 
Education. He is remembered also for his article, “An Ideal- 
istic Philosophy of Education,” which appeared in the Forty- 
first Yearbook of the National Society for the Study of Edu- 
cation (Part I). In his writings Horne outlined his idealistic 
point of view, and at times carried on a running battle with 
John Dewey. 


IDEALISM IN EDUCATION * 


... There is but one vast meaning running through 
all the facts of existence, like the mind through the body. 
Mental facts are both facts and meanings, while physical facts 
also have their mental meanings. As all Nature fills one Space 

* Herman H. Horne, Idealism in Education. New York: The Macmillan 
Company, 1910, pp. 149, 176-177. Copyright 1910 by The Macmillan Com- 


pany. Used by permission of William H. Horne, executor of the Herman H. 
Horne Estate. 
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and all events one time, so all existence is one unity “whose 
body Nature is, and God the Soul.” This is the guess of the 
idealists. In no fact is meaning absent, nor is it unknown 
entirely to us who know our significant selves, nor is it absent 
from half existence, nor is it confused in itself, nor is it the 
counterpart of a no-meaning. It appears fragmentary to us 
because we see in part, but the whole nevertheless is there 
giving significance to the parts. The trouble with this guess 
is that it is not demonstrable. It reads all the facts and in a 
very simple way, but you cannot prove that the guess is cor- 
rect. This is of course because the philosopher is not himself 
the whole meaning. From the nature of the case the guess of 
the part concerning the whole is not verifiable. Because it 
seems to have most reason in it, we adopt this last guess of 
idealism. 


Idealism in Educating. Not every man, not every teacher, 
can idealize his work ethically, or at all. It is our great desid- 
eratum. It is by the use of idealism we are to make men and 
women who can idealize. With the perfecting of the spiritual 
sense along with the other noble physical, intellectual, emo- 
tional, moral, and social capacities of man, we may anticipate 
the day when the measure of a man will include the physique 
of the athlete, the reason of the scientist and philosopher, the 
feeling of the poet, the imagination of the prophet and in- 
ventor, and the will of the reformer. Such men will be practi- 
cal idealists, with vision to see and with energy to execute. 
Some such fruition as this has already been glimpsed in the 
greatest characters of human history; those great ones are the 
earnest of the coming men and women God is making 
through present men and women. To aid in this work is the 
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true calling of all noble souls. And to aim at this fruition, the 
perfecting of humanity in the image of divinity, is idealism in 
educating. 

The Last Principle of Man-Making. These words con- 
template particularly our teachers. Theirs to inform young 
people aright as to bettering the race by selected heredity, by 
improved environments, and by good wills; theirs to provide 
the right environment in the schools; theirs to cultivate their 
own souls as the most important influence upon their pupils; 
theirs to aid in building moral character; theirs to receive the 
wages of going on; theirs to recognize, appreciate, and apply, 
with all parents and citizens, the last of the first principles in 
the making of men and women, viz., eugenics, eutopias, and 
eunoias dre the chosen means of the Divine Purpose in per- 
fecting mankind. 


THE PHILOSOPHY OF EDUCATION 1 


The Method of Philosophy. The characteristic method 
of philosophy is to take what facts it can find in a given field 
of human experience and seek to determine their meaning. 
Each such field is itself a fragment of the whole human experi- 
ence, and our whole human experience appears itself but a 
fragment, implying for its interpretation the existence of a 
still larger and inclusive experience within which all meanings 
get their fulfilment. Any such chosen section of human ex- 
perience indicates something as to its own final value and 
lasting significance. The part implies the whole, and the 
meaning of the part it is that suggests the nature of the whole. 
The method of philosophy is to construct the whole from the 


,, + Herman H. Horne, The Philosophy of Education. New York: The Mac- 
millan Company, 1927, pp. 257-285. Copyright 1927 by The Macmillan 
Company. Used by permission, 
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meaning of some of its parts, just as the complete statue or 
animal is restored by artist or scientist from its bust or bone. 
Philosophy has no new facts of its own to consider, it has only 
to consider the old facts in its own new way. Given such frag- 
ments of experience as men possess, to restore the whole, that 
is the problem of philosophy. What must the final truth be 
in order to do justice to this fragmentary bit of experience as 
now known? This is the question of philosophy. The instru- 
ment of philosophy is thought, as it attempts to follow out 
in some final and self-consistent fashion the intimations of 
partial experiences. The invisible things are really made known 
in part through the things that do appear, just as Agassiz or 
Gray could describe the life-history of an animal or plant from 
tooth or leaf. One thing implies another, things go together, 
nothing is isolated and unrelated, all things are interdepend- 
ent in the unity of the whole,—such well-known truths as 
these philosophy takes seriously, and from such details as it 
can find it attempts the work of restoration. It is a perfectly 
legitimate method of mental procedure, as used and vindi- 
cated by both science and art; only the whole which philoso- 
phy seeks is larger, even reality itself. In brief, the method of 
philosophy is reflection. 


The Question of the Philosophy of Education. From this 
definition of its method it is apparent that the question of the 
philosophy of education is this, what are the implications of 
education? What does the empirical nature of education as 
already defined through the related sciences of fact suggest 
as to its ultimate nature? Philosophy has no new educational 
facts to present; it asks only concerning the significance of 
the facts already in. It takes our educational experience, al- 
ready narrated, as given, and concerning so notable a matter 


213 


IDEALISM 


of human life, it reflectively inquires as to its meaning. Just 
as there is a philosophy of art, religion, the state, human con- 
duct, etc., so is there a philosophy of education. Like these 
other departments of human life, education has its own facts 
Suggesting meanings in their own way. Its facts, of course, are 
like other facts in that they are closely woven into our unitary 
human life; and the meanings they suggest in their own char- 
acteristic way ought also to fit in harmoniously with the mean- 
ings already wrought out in the philosophies of other subjects. 
All facts utimately mean the same, but they mean the same 
in their own unique ways; just as signboards on different roads 
leading to the same city point by different ways to the same 
goal. Reality is the heavenly city of philosophy and education 
is one of its signboards. 


Two Preliminary Generalizations. What then is the real- 
ity as indicated by education? Attempting first to put the facts 
of education all together so as to view them as one, two things 
are seen, viz., education is a world-process, and it is a temporal 
process. Education is a world-process; it is the world at work 
developing a man into the fulness of his stature. Philosophy 
with its inclusive view makes us return at once to the broad 
conception of education as defined in the first chapter; all the 
experiences of life, as well as those of the school, go into the 
development of man. Just as it takes all the creative powers 
in the acme of their exercise to make a man, so it takes all 
the influences of life to develop a man. Unimaginable ages of 
creative effort preceded the birth of a human child; unimagi- 
nable ages of educational effort must succeed his birth to 
round out man's power. The heart of humanity in which 
eternity is set, the mind of man with its eye opened to the 
infinite, have in our brief span of historic time not yet begun 
to disclose all their latent secrets to the genial and generous 
influences of their increasingly educational environment. Edu- 
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cation is the process whereby human kind is working out into 
fruition its own inner nature; it is man’s means of realizing 
his destination, of reaching his goal of largest power, joy, and 
service, It is a narrow though valuable sense of the term which 
limits the meaning of education to the influence of the school 
consciously brought to bear through the agency of the teacher 
upon the pupil; in the broadest, truest sense of the term, it 
is the sum total of the influences of life that educate a man. 
All things develop the human being, whether home or busi- 
ness, church or state, self or others, joy or sorrow, victory or 
defeat, life or death. The world is busy while men grow. As 
Browning sings, 

I count life just a stuff 

To try the soul’s strength on, educe the man. 


A Temporal Process. Education is also a temporal proc- 
ess, Philosophers are not agreed whether time is a characteris- 
tic of the ultimate reality or not; that is, some say all reality 
falls within the stream of time; others say that the stream of 
time itself flows within the territory of reality. The weight of 
opinion seems to favor the view that reality is independent 
of the temporal process, that time is but one of the many 
ways in which reality exists, but that the temporal process, 
so far as its nature allows, manifests in finite fashion the non- 
femporal infinite reality. Education belongs decidedly to the 
temporal process. In that reality where there is no time, any 
educational process is unimaginable. Indeed, all things in hu- 
man experience, except the objects of thought, dwell within 
the stream of time. We think in time but of things, like truth, 
which are eternal,—before, behind, and beyond, the growth . 
and decay of time. Time is the presupposition of education, 
without which as the logical condition of succession, of 
change from less to more, no development could take place. 
In time the latent becomes the kinetic, the potential the real, 
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and the actual approaches the ideal. From the fertile womb 
of time man is born into the world, after which all the events 
of time combine to nourish him. 

It is the growing insight of our own age that the develop- 
ment of organic forms through all the vast periods of un- 
counted past time is a significant natural process, voicing in 
long-drawn cadence the word of the Absolute. The one-way, 
irreversible process of organic evolution is one of the efforts 
of time to tell the story of the eternal. Just as the nature of 
justice appeared more plainly to Plato when writ large in the 
structure of the state, so the nature of reality appears more 
plainly when writ large through the past centuries of produc. 
tive change. If the world of matter in its unrepeatable proc- 
esses of evolution is a parable of the truth, how much more 
may we expect that the world of mind in its self-conscious 
development through natural and educational agencies is a 
revelation of reality? Mental as well as material development 
must be declaratory of the hidden things. Education is the : 
process of evolution become conscious of itself. The story be- 
gun by the fire-mist, the spiral nebule, the hot stars, the cool- 
ing planets, the inhabitable earth, and the growth of life, 
ought to be continued in the conscious effort of man to realize 
his nature and fulfil his destiny. Otherwise the universe can- 
not complete the story it was able to begin. As a significant 
conscious process of development in time, whereby immá- 
turity reaches maturity, and the child becomes a man, educa- 
tion ought to be a chapter in the serial which the universe is 
writing through time in the heavens and upon the earth. The 
constitution of things is so well framed to educate man that 
one is easily led through the gate of education back into that 
reality whence man came and whither he goes. As the rare 
Paulsen writes, “Thus we are forced to repeat the demand. 
Out of all the infinite possibilities construct a world that 
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would have been better fitted than ours to educate man and 
would have accomplished more.” * 

If the temporal is just man’s present inadequate experi- 
ence of the eternal, is that measure of the eternal which the 
mind of man can span, is, in fact, in the eternal without which 
it would be an abstraction, then a significant, notable, and 
valuable temporal process like education ought to imply in 
a certain degree the very nature of the eternal. What are these 
ultimate implications of education? This is the question of 
the philosophy of education. 

In thus seeing that education from the philosophical 
point of view is a world-process and a significant temporal 
process, we are led into the very heart of our whole inquiry 
concerning the nature and meaning of education. Any ulti- 
mate meanings we can find in the empirical educational proc- 
ess will reflect brighter light upon the nature of that process 
itself. It is the lower that suggests the higher and the higher 
that interprets the lower. 


The Implications of Education. The implications of edu- 
cation can be grouped about three main concepts, viz., the 
origin of man, the nature of man, and the destiny of man. 
The discussion must be limited to the self-consciousness of 
man, so as to exclude the body, the problems of which belong 
to the natural sciences. 


The Origin of Man. First, as to the origin of man. Ac- 
cording to the reflective method of philosophy we must first 
array our facts and then see their implication. There are three 
well-known facts of the educational process, selected from the 
foregoing discussions, which, by suggestion, will partly illu- 
mine this subject. 

1 Paulsen, “Introduction to Philosophy" (tr. Thilly), p. 326. 
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Mind Is Real. (a) Education, as a human process with 
a meaning to spell concerning the truth, seizes upon mind as 
the final useful appendage to the organism in its upward evo- 
lution. That which nature by spontaneous variation, the strug- 
gle for existence, and the survival of the fit, bestows as its last 
best gift to the organism, education seizes upon to improve, 
thus raising evolution from the unconscious natural to the 
conscious mental plane. The highest type of selective agency 
of man,—education, lays hold upon the highest selected 
product of nature,—mind, for further improvement, thereby 
indicating mind as the highest type of temporal reality. Edu- 
cation by its emphases practises the saying of Sir William 
Hamilton, viz., “In the world there is nothing great but man; 
in man there is nothing great but mind." The school and also 
the other more general educative agencies of civilization lay 
all their stress upon mind as the most valuable, the most use- 
ful, the most real, element in life. Chosen last as the result of 
an incalculably long, prehistoric process of natural selection, 
mind is become first. Education may be pardoned its ontologi- 
cal boldness if it questions reflectively whether the reality it 
selects as ultimate is not the ultimate reality. Is not reality 
mental? 


The Absolute Mind Is Realized. (b) To take the second 
familiar fact (since philosophy presents us with no new facts)" 
Which may provide us with a thread of meaning, to lead us 
through the labyrinth of the phenomenal into the open place 
of the noumenal, viz., education shows us a development, the 
unrealized powers of mind through exercise becoming ac- 
tualized. But what in the nature of things is the possibility 
of development? that education inquires which has begun to 
scrutinize its ultimate bases. Can something develop from 
nothing? in disobedience of the dicta alike of mediaeval scho- 
lasticism and modern biology? Can mind come from some- 
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thing not itself mental? the unlike giving birth to the like. 
Can maturity of mind develop out of simple immaturity? 
time thus making additions to the sum total of reality as 
against what might be called the law of the unity and con- 
servation of the Absolute. Can that develop in the temporal 
process which is not eternally realized? as against the doctrine 
of the Stagirite that there is no Svvays without évépyea. Edu- 
cation finds itself unable to understand how the development 
of unrealized mind which it secures can occur without imply- 
ing that, underneath its whole process and giving power at 
every point, is the one realized mind. Not a first cause in 2 
temporal series of events does education reflectively and vainly 
seek, but an adequate cause of its great central fact of devel- 
opment. This it satisfactorily finds only in the existence of a 
mind which needs no development itself, and so can guaran- 
tee the fruitfulness of all educational efforts for development. 
Thus education upon reflection is forced to hold that the 
reality it declares mental it must also declare actual. 


The Absolute Mind Is Self-active. (c) Man is the only 
educable being. The horse, the dog,—the lower animals, are 
trained, not educated. Apparently the lower creature frames 
to himself no goal to be reached, no moral or intellectual end 
to be attained, no development to be secured. There is direc- 
tion, but not self-direction; consciousness, but not self-con- 
sciousness; inherited instinct, but not conceptual reasoning. 
Such intelligences are trained, through processes of associative 
memory, but not educated, through the pursuit of rational 
ends self-consciously conceived. The dividing line between 
training and education is uncertain but real. In the field of 
animal intelligence least of all is the modern psychologist 
permitted to dogmatize. He only finds man with a history, 
literature, science, and the arts of civilization which the lower 
animal lacks. He knows man's works are due to his powers of 
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symbolic thinking. He must suspect then that this is the dis- 
tinguishing characteristic of man, differentiating him from 
the lower animals. All his observations go to confirm, and 
nothing to contradict, this position. 

To quote Professor James: “One total object suggests 
another total object, and the lower mammals find themselves 
acting with propriety, they know not why. The great, the fun- 
damental, defect of their minds seems to be the inability of 
their groups of ideas to break across in unaccustomed places. 
They are enslaved to routine, to cut-and-dried thinking; and 
if the most prosaic of human beings could be transported into 
his dog's soul, he would be appalled at the utter absence of 
fancy which there reigns. Thoughts would not be found to 
call up their similars, but only their habitual successors. Sun- 
sets would not suggest heroes’ deaths, but supper-time. This 
is why man is the only metaphysical animal." ? If these things 
be true, and they have not been gainsaid, it is only a humorous 
exaggeration to speak of educated animals. The lower creation 
seems to lack that power of self-directed pursuit of consciously 
conceived ends which makes education possible. This power 
we have already named, in brief, self-activity. Man is the only 
educable being because only he has a sufficient measure of 
self-activity to attain by effort rational ends. 

“The nature of education is determined by the nature 
of mind—that it can develop what is in itself only by its own 
activity. . . . Education is the influencing of man by man, 
and it has for its end to lead him to actualize himself through 
his own efforts. . . . Man, therefore, is the only fit subject 
for education. We often speak, it is true, of the education of 
plants and animals; but, even when we do, we apply other ex- 
pressions, as ‘raising,’ ‘breaking,’ ‘breeding,’ and ‘training,’ in 
order to distinguish it from the education of man. ‘Training’ 
consists in producing in an animal, either by pain or pleasure 

* James, Briefer Psycology, p. 369. 
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of the senses, an activity of which, it is true, he is capable, but 
which he never would have developed if left to himself.” * 

The education that has grown reflective as to its founda- 
tions asks concerning the source of this self-activity which 
man displays and which makes of him the only fit subject of 
educational endeavor. A sufficient cause of man's self-activity 
is in question. The cause of any phenomenon in the last 
analysis reduces itself to the statement of the relation in which 
that phenomenon stands to the whole of which it is a part. 
Nothing short of the whole absolute reality is the complete 
cause of the fall of a sparrow or the loss of a hair. The sole, in- 
variable, and necessary antecedent of a phenomenon cannot 
be found this side the whole truth, the sum total of things 
that are. The reality of which man is a part, is a unity; to 
assert any division in reality is to imply the whole so divided; 
to assert any multiplicity of real principles is to imply a cor- 
responding multiplicity of inter-relationships between them, 
like good and bad, light and darkness, idea and matter, etc., 
which thus reduce themselves to one system. Is the whole of 
which self-active man is a part itself self-active? It is to be 
noted that man is not absolutely self-active, but he is limited 
just in so far as he is a part and not the whole. His limits he 
becomes aware of in the forces of heredity and the influences 
of environment. But the whole of which man is a part is not 
limited, being itself inclusive of all that is. Within this whole 
a measure of self-activity is discovered in man. Here is a self- 
activity of a certain degree then going on within the whole, 
which the whole itself, being the whole, could not have re- 
ceived from beyond. There is limited self-activity within the 
whole in man, the whole is thus self-active, and so absolutely 
self-active, If there is a movement within the whole, then 
the whole is responsible for the movement, and so the whole 
possesses the quality of self-movement. The sufficient source 


? Rosenkranz, Philosophy of Education (tr. Brackett), pp. 19-20. 
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of that self-activity which education finds in man is reached 
thus only in an absolutely self-active whole. The ultimate 
reality, which education implies to be mental and actual, it 
also implies to be self-active. 

If it be true, as education would seem to warrant us in 
supposing, that reality is one actualized self-active mind, then 
it would likewise appear that man, as the only educable being, 
a potential mind capable of actualization through its limited 
self-activity, is the highest manifestation in the temporal proc- 
ess of the true reality. The self-activity of man, conditioning 
his education, is the clearest expression in the limits of time 
of the immanent and transcendent self-activity of reality. It 
is as though in man realizing his destiny through self-activity, 
the Absolute beheld himself reflected. The Absolute is; the 
finite becomes, 


The Origin of Man Is God. Putting together these mat- 
ters we may say, education implies, in the first place, as the 
origin of man, a reality which is mental, realized, and self- 
active. In religious language this absolute reality is called God. 


The Conception of God. The conception of God as 
herein reached is that of one absolute mind, complete and 
selfmoving. Being absolute, there are no other gods; being 
mind, He is not less than personal, however far He transcends 
the human conception of personality; being complete in Him- 
self, there is no change of time, neither increase nor decrease; 
time exists in Him as a part, but He does not exist in time 
and grow old with the centuries; being self-active, He is not 
the transmitter of an alien limiting force but is the infinite 
free being, the adequate explanation of all force, energy, and 
movement that appear in time. From the point of view of 
the speculative physicist, matter disappears into some form 
of energy, like electricity; from the point of view of the specu- 
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lative philosopher, energy disappears into some form of con- 
sciousness, like attention. 

The only energy whose nature man really knows through 
immediate experience is that which his own consciousness 
exerts when he voluntarily or involuntarily attends. Here is 
energy at first hand; other energy, like electricity, appears at 
second hand in what it does, not at first hand in what it is. 
The energy of the world thus in the last analysis may be held 
to be the attentive aspect of the consciousness of God. 


Idealistic Theism. This conception of God is not that of 
the transcendent Jehovah of the ancient Hebrews, for God is 
in His world; neither is it that of the immanent Deus sive 
Natura of the great Jewish philosopher, Spinoza, for the world 
and we are in God, living and moving and having our being. 
Our conception is neither a transcendent dualism, nor an 
immanent pantheism, but an idealistic theism. God is the 
self-conscious unity of all reality. Within His life falls the life 
of nature and of man. We are the content of His conscious- 
ness, and not we only, but all that which is, whether the 
heavens above, or the earth beneath, or the waters under the 
earth,—all that we know is a part of the infinite fulness of the 
content of His consciousness. 

The error of pantheism consists in saying, All is God, in- 
Stead of saying, All is God’s. The ultimate reality is not to be 
spoken about as It; but to be spoken to as Thou. The error 
of transcendent dualism consists in supposing the world is 
without, instead of considering it as within, the life of God. 
He is not far away from any one of us; it is not even enough 
to say, He is with us and within us, and within the world; 
but we must go the whole way with St. Paul and say, we live 
and move and have our being in Him. The true doctrine of 
immanence is not that God is in nature and man, but that 
man and nature are in God. The truth is not an immanent 
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God, but an immanent world; the world dwells in God, not 
God in the world. God is the including consciousness; the 
world is a part of the included content. God is the infinite 
Person in the unity of whose consciousness all things exist; 
the widening stream of time with its natural and human de- 
velopments is a significant process in His consciousness, in 
which He is interested from before the foundation of the 
world as the fulfilment of one of His own meanings, and 
which is interested in Him as rapidly as it becomes conscious 
of its own explanation. Matter is the objective thought of the 
infinite consciousness, no less real, substantial, and solid on 
that account than it shows itself in man’s experience, but 
nevertheless ultimately a process of thought in the conscious- 
ness of God. This is the doctrine of idealistic theism to which 
education brings us as the only adequate interpretation of its 
own implications concerning the origin of man. 


The Environment of Man Is God. A great new light is 
thus thrown upon the final nature of the environment of man, 
hitherto described as intellectual, emotional, and volitional, 
in adjustment to which consists the education of man. The 
environment of man is God. Science, reached by the intellect 
of man, is the thought of God in the world; Art, reached by 
the emotions of man, is the feeling of God in the world; and 
Volition, as expressed through the will of man, is the plan 
of God in the world. We work out our own science, art, and 
volition, the health of civilization, our salvation, with fear and 
trembling, for it is God that worketh in us both to will and 
to do of His good pleasure. Because the world is the product 
of the Logos, the thought, of God, it is intelligible to man; 
because it is the product of the feeling of God, it is beautiful 
to man; because it is the product of the will of God, it is 
good to man. The Word became the world and dwelt about 
us, before it became the flesh and dwelt among us. Without 
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the Word was not anything made that was made. There is 
a material as there is a human manifestation of the mind of 
God in time. 

Those impersonal ideals of education descriptive of man’s 
environment, viz., truth, beauty, and goodness, become per- 
sonalized in the one inclusive consciousness of God. The 
world is His, and the fulness thereof. The true, the beautiful, 
and the good are the ideals of man because they are the ideas 
of God. He thinks the truth, enjoys the perfect, and wills 
the good. Thus much is sure, as the temporal process reveals, 
and infinitely more, too, unexpressed in time and so not en- 
tered into the mind of man to conceive. This last it is neces- 
sary to say emphatically in order to avoid the errors, while 
enjoying the fruits, of necessary anthropomorphism. No doubt 
the infinite God has other ways of revealing Himself to man ` 
than through the temporal order, but this is the present plan. 
To us now He speaks only through an environment, world- 
old, containing its essential elements of knowing, feeling, 
and willing. This total temporal environment is one part of 
the content of His consciousness; it is as a unit His temporal 
manifestation, His Son, which came to consciousness of it- 
self as one with Him in the unique Person of all time, His 
greatest Son, Jesus of Nazareth, the Christ. 


The Trinity. God is the self-conscious unity of all reality; 
nothing falls beyond His providential care. In this complete 
unity of self-consciousness, one can make abstractions of 
thought that do not exist in reality. There is the infinite Sub- 
ject, the thinker, the I, the Father, who does not exist apart 
from the infinite Object, the thought, the Me, the Son, a 
portion of which is the temporal order, rising into clear con- 
sciousness of itself in Jesus, and there is the concrete unity 
of both aspects in one Being, the Spirit. God is Spirit. And 
the whole is one Person, as any self-conscious individual, him- 
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self a subject-object, is one. This is the true Trinity indeed, 
showing forth the social nature of God. This counting of the 
phases of the Absolute Self-consciousness, to which we are 
brought through the recognition of the environment of man 
as a manifestation of the ideas of God, is as important as it 
is interesting because of its historic and controversial bearings. 


Summary. The sum of our discussion of the origin of 
man as suggested by the implications of his education is, that 
the adequate explanation of man as an educable being is an 
actualized, self-active, Mind, namely, God, made manifest to 
man through his temporal environment. 


The Nature of Man. Second, as to the nature of man. 
Following our now familiar and characteristic method of 
philosophy, we have to point out three factual considerations 
upon which rest the implications of education concerning the 
nature of man. These considerations are not novel to us after 
ploughing through the preceding pages, only we have not as 
yet seen their deeper meaning. Philosophy is always thus 
` adding the meaning of things to their seeming. 


The Response of the Pupil. (a) Education is the product 
of the mind’s effort. The development of mind is from within 
out, not from without in. No teacher and no curriculum can‘ 
educate the youth who will not respond. The teacher may 
lead the pupil to the founts of learning, but he cannot make 
him drink. The teacher’s art, as someone has said, consists in 
making the pupil so thirsty that he will want to drink. Teach- 
ing is not so much the cause of learning, which is so fre- 
quently asserted, as it is the occasion or condition of learning. 
The cause of learning is the pupil himself and his effort. The 
teacher, the curriculum, the apparatus, the school buildings, 
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—these all are but the stimulating environment of the pupil. 
The teacher is like the gardener who digs about and nourishes 
the plant which grows of its own impulse. The pupil is like 
the plant so stimulated in so far as his response is his own, 
but he is unlike the plant in that his response may be with- 
held. There is a possible wilful obstinacy in pupils that does 
not appear in plants. If they do not become educated in the 
day of their visitation from the teacher, it is because they 
would not. The ultimate responsibility for winning an edu- 
cation rests with the will of the pupil. We try to teach, train, 
instruct, and discipline him, but we cannot educate him; he 
must educate himself. Every educated man is self-educated; 
the only difference is that in some cases the stimulating and 
nourishing environment was lacking, unfortunately so for 
both the man and his self-education, while in the other cases 
the man had good assistance. The pupil's ultimate power to 
make himself work must be acknowledged by teachers. Their 
function is not to make pupils learn but to make learning so 
attractive and compelling in interest that pupils will want to 
learn; not theirs to hector over and be-lecture pupils, but to 
provide a happy occupation for their free individualities. Not 
in me, not in me, sayeth the teacher, but the kingdom of edu- 
cation is within you. Education, all this means to say, is the 


.Iesult of the effort of the self-active mind to assimilate the 


incoming stimuli from the school; is free individuality ex- 
pressing itself. 


Results Proportionate to Effort. (b) Education presents 
us with results proportionate to effort expended. 'The degree 
of effort put forth by the pupil in response to his educative 
environment, determines his educational attainment. The 
same school stimuli receive different responses from different 
individuals; the educational process is not so much the stimu- 
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lus shaping the individual, as the individual responding to 
the stimulus. The same school sends forth pupils with a di- 
versity of attainments, because the same stimuli have received 
individual responses. Just as the natural world, though one, 
has produced a variety of organisms through their individual 
reactions upon its stimuli, so the unitary environment of the 
school produces a variety of achievements through the individ- 
ual responses of the pupils. The greater the effort expended, 
within the natural limits of health, the greater the amount of 
knowledge and the degree of development secured. One pupil 
puts forth more effort than another, he thereby secures a 
greater return. This is indisputable. It may even appear that 
the same pupil in successive periods of time gains in propor- 
tion as he expends. Strenuous one term, slack the next, his 
developed efficiency is correspondingly more and less. It is 
as though the degree of effort of the individual were variable 
in amount. Not simply the prior question of whether he will 
work or not, but also the present question of how much he 
will work, seems subject to the free decision of his own per- 
sonality. Will I give attention at all? How much attention will 
I give? These two ultimate questions are answerable only by 
the individual pupil himself, and upon their momentous 
answers hang the weight of his present and future education. 
Every pupil is the keeper of his own educational results. 


Partial Self-Realization Attained. (c) Through the en- 
ergy of effortful attention man becomes in his education what 
he is intended to be; he realizes his nature; develops his nat- 
ural potentialities; attains his mental majority; declares his 
intellectual independence; is emancipated from the slavery 
of ignorance, superstition, fear, and evil; becomes a free be- 
ing. That which is cramped, dwarfed, and hidden within the 
chambered recesses of his own personal nature is manifested 
in full fruition in the light. The word of educational develop- 
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mént, “I become,” is partially exchanged for the word of real 
existence, “I am." 


The Nature of Man Is Freedom. Putting these matters 
together concerning the nature of man, we may say that edu- 
cation means that through his own effort, helped by an in- 
vigorating environment, man becomes what he is intended 
to be; but to become through one’s own effort, through re- 
sponse to stimuli, what one is intended to be is to be free. 
The nature of man is freedom. 


The Nature of Freedom. Education does not imply a 
freedom of acting with an unmotived will, the so-called liberty 
of indifference, for the stimulating educational environment 
is present, presenting motives to consciousness to which to 
respond; neither does it imply a freedom of will to respond to 
the strongest motive, which is determinism, for education 
observes the inequality of response of different pupils to the 
same stimuli, and of the same pupil at different times. These 
observations do not prove, but they are indicative of, the pres- 
ence of an independent variable in the conscious response of 
the pupil to educational motives. But in contrast to the liberty 
of indifference and determinism, education implies the free- 
dom of consciousness to realize in some measure, through ef- 
fort of attention, its own selected ends. Such freedom alone 
is the adequate possibility of education, for only such a free 
being has a rational end to be self-actively attained; only such 
freedom permits the self-realization of one’s rational destiny. 
This is not an absolute freedom to do anything at any time; 
it is a limited freedom to do something at some time. It per- 
mits man to utilize his world to attain his own rational ends; 
it prevents his being the puppet of circumstances, the creature 
of environment, and the slave of the strongest impulse. It is 
a freedom, not of the will as a part of consciousness, but of 
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consciousness itself to direct its own thoughts, to attend to 
selected ideas, thereby inhibiting others, and so to enact its 
own purposes in conduct. The will is free because the con- 
sciousness is free. My ability to direct my thoughts is my 
ability to act as I will. As a man thinketh in his mind, so is he 
in his life. 


The Freedom of Mind. Since the mind is a unity, though 
its operations are many, the question concerning the freedom 
of the will is really a question concerning the freedom of 
mind. The failure to recognize this fact has confused much of 
the controversy on this old question. Since the days of Augus- 
tine, even until now, the old notion of the mind as divided 
into so many separate and distinct faculties has most con- 
veniently served the purposes of polemics. On this old basis 
the free-will question is threshed out, as Leslie Stephen has 
Somewhere observed. But once it is recognized that the mind 
is a unity with a diversity of functions, then the question of 
freedom is reopened in a new way. On this basis it is no longer 
possible to say that the will is not free if it follows the strong- 
est motive; for the strongest motive itself is a product of the 
energetic, or attentive, aspect of consciousness. "Through at- 
tending to an idea the mind makes its motive, and through 
attending to one idea to the exclusion of others, it makes the 
strongest motive. The strength of motives is not a given 
datum, like color or noise; it is the repelling or appealing 
quality of an idea generated under the lens of attention. A 
casual glance of the mind over its present ideas reveals a 
series of strengths quite different from a studied scrutiny with 

_ a view to selection among them. To dwell upon a forbidden 
line of conduct may enhance its appealing power; to wait and 
listen for the still small voice of right may magnify its volume 
till it seems to drown all other sounds. Thus it may not in- 
frequently happen that a motive weakest at the start is strong- 
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est at the finish. To follow such a mind-made motive is not to 
be determined, but to be self-determined, that is, to be free. 
If the mind in its selection of ends of action makes us free, 
then are we free indeed. The act of choice between conflict- 
ing motives, so frequently identified with the question of free- 
dom, and so frequently, too, an apparently fated affair in view 
of the final strength of the motive to which we yield, is itself 
but the culmination of the free mental process of attention. 

Often indeed in unimportant matters there is the con- 
scious sense of dual possibility at the very moment of choice, 
which is by no means illusory, but signifies the mind’s ability 
to shift its attention, and so its choice. But in important mat- 
ters, when the mind is finally fixed upon one course of action 
to the exclusion of others, there is also the conscious sense 
that this is the only thing to be done under the circumstances, 
in which case the apparently determined decision is itself due 
to the preceding free and voluntary process of attending to all 
the possibilities, under the general purpose of following the 
best. No fact of introspection is more certain than my ability 
to direct my thoughts. But, through the recognized principle 
of ideo-motor action, to direct my thoughts is to direct my 
acts. Once a present idea is exclusively attended to, the nerv- 
vous system takes care of its execution. It is not in man that 
walketh to direct his steps, for his nervous system may refuse 

“its service, but it is in man that thinketh to direct his thoughts, 
and with an unimpaired nervous system, the deeds follow 
accordingly. 

On the pivot of attention the question of freedom turns, 
as Professor James has shown. He writes, “The question of 
fact in the free-will controversy is thus extremely simple. It 
relates solely to the amount of effort or consent which we can 
at any time put forth. Are the duration and intensity of this 
effort fixed functions of the object, or are they not? Now, as 
I just said, it seems as if the effort were an independent vari- 
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able, as if we might exert more or less of it in any given case.” * 
To this introspective evidence, based on the unity of mental 
procedure, is added the weight of the implications of educa- 
tion. Without the freedom to realize one’s chosen end 
through effort, man, like the lower animals, is a creature of 
heredity and environment, the fit subject of training with 
physical penalties and pleasures, but not of education as the 
self-realization of one’s rational destiny. 

Being a wholly temporal process, education implies a 
real present freedom and is silent concerning a transcendental 
freedom. 


The Destiny of Man. Third, the destiny of man. There 
are two notable things about education that bear on this far- 
reaching question, and that go together. (a) Man's education 
as an empirical process is never completed; (b) the possibility 
of man's development seems infinite, 


The Finiteness of Man's Grasp. No man is ever all he 
can be. At any point in his development he has a growing 
future. His purposes are not ended with his life, nor does he 
live in a spent world. Neither does the race in its development 
discover any waning intellectual possibilities; rather a growth 
in attainment, if not in capacity. Age does not wither, nor 
custom stale, the philosopher's love of truth, the artist's love 
of beauty, or the saint's love of virtue. These ideals of the hu- 
man reason flee us as we pursue them in time. There is always 
more to know, and to love, and to do. With these fundamen- 
tal demands on the universe from the great deeps of man's 
nature, the incident in life called death seems apparently to 
have nothing to do. Man does not limit his will to know, to 
enjoy, and to achieve, to his life's unknown term of years. His 
plans bridge the chasm of death; they call for an unending 
time in which their execution may be effected. 

* James, Principles of Psychology, Vol. II, P- 571- 
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The Infiniteness of Man's Reach. Truth is as infinite as 
the thought of God, but it is waiting to be revealed to man's 
growing intellect. Beauty is as limitless as God's passion for 
the perfect, but it is waiting to be appreciated by man's de- 
veloping emotions. Goodness is as eternal as the will of God, 
but it is waiting to be realized through the finite will of man. 
These infinite ideals are the unattainable objects of man’s 
legitimate endeavor; they represent the goal of his develop- 
ment; they are the prophets of his present nature and future 
progress. Man's development is an infinite process; he is em- 
barked on an unending voyage; he has matriculated in the 
University of the Universe, whence there is no graduation. 
The essence of eternity never gets itself fully expressed in the 
temporal order; time never completely includes the eternal 
meaning. Eternity possesses what time increasingly suggests. 
The true self of man he presses on to attain; his present in- 
complete growing self is but the intimation of what he really 
is. As the most philosophic of the poets of the last century 
has said: — 


Man partly is, and wholly hopes to be. 


The Rationality of the World-Order. Given this un- 
limited demand by man upon his world, what of it? Man has 
„a nature to realize to which any amount of time assignable i is 
“inadequate. What follows? Either the universe is irrational, 
with a good work begun which could not be continued, or 
man has the power of an endless life. But the temporal order 
as so far forth developed discovers reason at its core. The 
world is intelligible, appreciable, and conformable, to the 
mind of man. The development of science, of art, and of 
history, presupposes a rational, passionate, and purposeful 
world-order. A caprice in nature indicative of an inherent ir- 
rationality has never appeared to the wondering and scrutiniz- ` 
ing intelligence of man. If there be an unintelligible, unlovely, 
and wilful element in the eternal constitution of things, not 
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once in historic time has it unmistakably declared itself. The 
error, the ugly, the evil, of the temporal order do not certainly 
declare the irrationality of the eternal; they may signify only 
the inadequacy of the temporal to express the whole meaning 
of the eternal. In the very inability of the infinite to get into 
the finite, as shown perhaps by these failures of the real to 
reach the ideal, may ultimately appear the very seal itself of 
the rationality of the eternal and temporal order. For, these 
very failures should we reasonably expect, in case the infinite 
and realized truth were the limit of temporal development. 

As Professor Royce 5 has pointed out that the very possi- 
bility of error implies the actual existence of an inclusive ex- 
perience which recognizes and corrects the error, so the argu- 
ment may be extended to show that the very possibility of 
the ugly or the sinful implies an absolute experience within 
which they fall, are comprehended, and overcome. This 
present object is ugly because the critic's experience is large 
enough to include it and also a standard to which it should 
conform. This present act is sinful because my insight is large 
enough to tell me I ought not to do it in the very moment of 
its committal. Without such insight there had been no sin. 
'To generalize, the ugly and sinful temporal order are such, 
if so at all, only because an eternal order includes them and 
judges them so to be. If the very appearances of irrationality 
in the world turn thus under inspection into evidence of its 
larger rationality, then do we return to the thought of what 
education demands of a rational world-order. 


The Destiny of Man Is Immortality. Education appar- 
ently reveals in man a capacity for infinite growth. Will the 
education of man, which is never completed at any chosen 
moment in time, and for the eternal continuance of which 
man seems fit, go on unendingly? It would be an irrational 

* The Religious Aspect of Philosophy, pp. 384 ff. 
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universe, one in which the part did not manifest the whole, if 
a process with so much human significance in it as educa- 
tion has, and crying out so for an unending time, were to be 
cut short without conclusion, like a refreshing river in desert 
sands, If all the evidences are trustworthy and our world is 
rational; if the finite really manifests, though darkly, the in- 
finite; if the fragmentary suggests, though imperfectly, the 
complete; if the part reveals, though in a riddle, the meaning 
of the whole; if, finally, all temporal values get their ultimate 
recognition; then there is for man an opportunity, guaranteed 
by his universe, and unabridged by the transitional incident 
in life named death, to finish his education, to achieve his 
destiny, and to grow unceasingly into the likeness of the In- 
finite Being. This is the hope of immortality. 

Being a temporal process, and implying an infinite con- 
tinuance wherein self-conscious personalities approach their 
goal, education is silent concerning a Spinozistic immortality 
of having aimed at the eternal while living. 

And since all minds with good brains respond more or 
less to educational endeavor, education has nothing to say 
concerning a conditional immortality. 

And, like morality, education discovers after its best ap- 
peals certain characters that prefer the darkness of evil to the 
way of light. It also recognizes the dependence of real happi- 
sess or misery upon the quality of the character, whether good 
or bad. Wherefore it cannot but assert the possibility of 
permanently choosing the evil as against the good, whereby 
men place themselves in the position of the dragon under 
St. Michael's foot, while the victory is eternally to the good. 


Summary of the Philosophy of Education. Reviewing 
now the philosophical implications of education as a world- 
process in time, it would appear that education means that 
the origin of man is God, the nature of man is freedom, and 
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the destiny of man is immortality. Thus does philosophy, from 
the implications of education as well as from the Kantian 
intellectual agnosticism and moral ladder, though baking no 
bread, as Novalis observed, still procure for us, not by proofs 
but by plausible implications,—God, Freedom, and Immor- 
tality. 

It now remains for us only to incorporate these philo- 
sophical elements with our preceding empirical conception of 
education, in order that finally may appear in as complete a 
fashion as we can frame it our definition of the real and true 
nature of education. Philosophy has taught us to think that 
the adjustment to environment upon which biology insisted 
as the essence of education is really an endless process. The 
flow of time brings man momentarily and unendingly into a 
new and changing environment requiring a continual adjust- 
ment thereto. Concerning that physical body upon whose 
proper treatment physiology could not too strongly insist, 
philosophy reminds us that it is the temporary vesture of the 
mind to be utilized while it lasts and then laid aside. As for 
that development of mind which psychology stressed as the 
natural fruitage of the educational process, philosophy re- 
minds us that the mind of man is fashioned for a growth that 
is unceasing. Concerning that environment to which educa- 
tion adjusts man, and which sociology defined for us as the 
achievement of humanity in the world as it attempted te 
know, to appreciate, and to do, philosophy has said that it is 
God, manifesting Himself in the temporal order, through 
man’s ideals of Truth, Beauty, and Goodness. And of the 
conscious human being who all along has been our worthy 
object of educational endeavor, philosophy teaches us to think 
as free, capable of fashioning to some extent his own future 
according to his own plan. 


Fifth Definition of Education. Putting all these matters 
together and summarizing our preceding total inquiry con- 
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cerning the nature of education, we reach the following last 
conception: Education is the eternal process of superior ad- 
justment of the physically and mentally developed, free, con- 
scious, human being to God, as manifested in the intellectual, 
emotional, and volitional environment of man. 
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CHAPTER 10 
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Liberal Education 
Reconsidered ® 


THEODORE MEYER GREENE 


Theodore Meyer Greene (January 25, 1897—) received 
the A.B. degree from Amherst College in 1918 and the Ph.D. 
from the University of Edinburgh in 1924. He began his teach- 
Ing career in 1919 as instructor at Forman Christian College, 
‘the University of Punjab, India, and remained there for two 
years. He entered the Department of Philosophy at Princeton 
University as instructor in 1923; by 1938 he had risen to the 


. " Reprinted by permission of the publishers from Theodore Greene, 
Liberal Education Reconsidered, PP. 2-11, 24-45. Cambridge, Mass.: Harvard 
c Press, Copyright, 1953, by The President and Fellows of Harvard 

ollege. 
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rank of professor. From 1941 he served as chairman of the 
Division of Humanities. He left Princeton in 1945 for a year 
as visiting professor in Humanities at Leland Stanford Uni- 
versity. In 1946 he was called to Yale University, where he 

ecame professor of Philosophy. Following a short period as 
visiting professor at Rice Institute, he took the chair of Henry 
Burr Alexander Professor in Humanities at Scripps College 
in 1955. 

Greene’s published works include Liberal Education Re- 
considered, and “A Liberal Christian Idealist Philosophy of 
Education” in the Fifty-fourth Yearbook of the National So- 
ciety for the Study of Education. He wrote The Arts and The 
Art of Criticism while at Princeton. His most recent books 
are Our Cultural Heritage, Liberalism—Its Theory and Prac- 
tice, and Moral, Aesthetic, and Religious Insight. 

Greene is an idealist in the sense that his point of view is 
essentially sympathetic with the long tradition of objective 
idealism that stems from Socrates, Plato, and Aristotle. He 
prefers, however, to call himself a Christian neo-Kantian. His 
own position is made clear in the article that follows. 


Meanwhile, I am aware of my own immediate responsi- 
‘bility as your Inglis lecturer for 1952. What in the world can 
I hope to say about liberal education that is fresh and illumi- 
nating? It will not surprise some of you that I have turned to 
John Dewey for help—not, as you will see, to his familiar 
doctrines which are today the basic articles of faith of so many 
Teacher’s Colleges and Departments of Education, but rather 
to his characteristic approach to the problem of education. 
How, I have asked myself, did he succeed so amazingly in his 
efforts to revitalize and remold education in this country? 
How did he manage to precipitate such radical and widespread 
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criticism of traditional educational attitudes and practices? 
What was the secret of his revolutionary impact upon Ameri- 
can education? 

The answer to these questions is, I think, readily found. 
Dewey's peculiar strength was his capacity for basic analysis 
of basic human problems. It was the creative philosopher in 
him who was able to formulate the great ideas or concepts for 
which he has justly become famous—such powerful concepts 
as those of human nature, institutionalized society, and the 
world of nature in dynamic interrelation, or the concepts of the 
great polarities of thought and action, fact and value, end and 
means. It was the practical statesman in him who was ready 
and able to apply these great ideas so fruitfully to many 
major areas of human activity—to art and politics, religion, 
science and education. But, above all, it was his Socratic spirit 
of unremitting critical inquiry which impelled him to re- 
examine again and again not only the traditional beliefs and 
mores in his society but his own criticism of these beliefs and 
mores and his own constructive principles as well. Dewey 
would surely be the first to condemn the rigidification of his 
own philosophical doctrines into a new orthodoxy. He would 
wish us, above all, to embrace not his specific conclusions 
in any area of human endeavor, however valiantly he may have 
fought for these conclusions during his lifetime, but rather 
that spirit and method of critical inquiry which constitutes‘ 
he believed, the genius of modern science and the hope of 
the future, and which he himself so notably exemplified in his 
own lifetime. 

Here lies, I am convinced with Dewey, the most promis- 
ing approach to our subject. If we would see education in a 
fresh and illuminating way we must reéxamine it as pro- 
foundly, that is, as philosophically, as possible. We must try 
to formulate certain concepts—a very few will suffice—which 
are so basic and so powerful that, with their aid, we can see 
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education in a new light. But it is no less essential, if we would 
take all the great germinal thinkers from Socrates to Dewey 
as our guides, that we embark on this venture in the experi- - 
mental spirit of critical inquiry, ever on our guard against 
both traditionalism and irresponsible iconoclasm, ever respon- 
sive to genuine insights, old and new. 

I cannot, of course, hope to emulate Dewey in the formu- 
lation of such fruitful and dynamic concepts, for these are 
the product of a first-rate creative philosophical imagination, . 
and philosophers like Dewey and Whitehead, with creative 
imaginations of the first order, are very rare. These philosophi- 
cal giants and those who have preceded them in our Western 
tradition would all agree, however, that it is the privilege and 
the duty of everyone who presumes to philosophize at all to 
do his best, borrowing and adapting where he must, and in- 
venting where he can. They would insist on only one general 
requirement: that he deal with his subject as honestly and 
basically as possible. It is in this spirit, then, and with this 
challenging objective in mind, that I want to offer you ex- 
perimentally, for your critical consideration, a trilogy of con- 
cepts which may perhaps help us to reéxamine liberal educa- 
tion in a manner basic enough to be genuinely illuminating. 


If my approach to the problem of education is to be truly 
‘philosophical I must first list my fundamental presupposi- 
tions, which constitute my frame of reference. The first three 
of these presuppositions I take directly from Dewey, though 
they are of course not original with him and though I shall 
formulate them in my own words rather than in his. My fourth 
presupposition is highly controversial but it is crucial for my 
argument. I shall try to formulate it in such a way as to make 
it as acceptable as possible to all concerned. 

These four presuppositions, which I must here offer you 
as unproved postulates because I cannot support them with 
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evidence or argument in this lecture, relate to the human in- 
dividual, to his society with its mores and institutions, to the 
world of nature which constitutes our spatio-temporal en- 
vironment, and to whatever ultimate Reality may underlie 
both man and nature as their final ground. I introduce them 
at this point because I cannot see how we can really come to 
grips with liberal education unless we conceive of it in terms 
of the basic capacities and needs of the individual, in the so- 
ciety in which he finds himself and in our world of nature 
with its mysterious depths, 

My first presuposition is that the individual human being 
is infinitely complex and valuable. His complexity is evidenced 
by the fact that he is, simultaneously, a psycho-physical or- 
ganism, a social or “political” animal, a creator of artifacts, 
both utilitarian and artistic, a self-conscious thinker and 
critic, a carrier of culture, a responsible moral agent, and 
(many would add) an immortal soul. Although each of these 
generic characteristics of his has been recognized and studied 
for many centuries, their nature still is, and doubtless will 
continue to be, a subject of lively dispute. That each human 
individual is a being of infinite value is an article of faith to 
which all sincere humanists and theists subscribe, however 
much they may differ in their accounts of what this infinite 
value means and implies. Man’s innate dignity and value 
is also basic to our democratic creed, It must, therefore, be a 
major presupposition of all theories of education in our 
Western democratic tradition. 

My second presupposition is the enormous influence of 
society, with all its overlapping and interlocking institutions, 
upon each individual. Each of us has been profoundly affected 
since birth by the multiple impacts of his family, his local 
community, and his nation. Each of us reflects in countless 
ways the ideologies and mores—economic, political, and so- 
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cial—of our society. Each of us, in his own way, is the product 
of our complex Greco-Roman, Hebraic-Christian, scientific, 
democratic Western culture which differs so significantly from 
the no less complex cultures of India and China. 

This culture and these social institutions themselves are, 
of course, the product of countless individual men and women. 
They are, as Dewey has so clearly pointed out, simultaneously 
the product of individual thought and effort and powerful 
conditioning factors in the life of each individual. We are very 
largely what our society and culture have made us; but we, in 
turn, can change the mores and beliefs of our society and 
culture more or less radically and thus control, at least in some 
measure, the social and cultural “conditioning” of future 
generations. A rounded education must therefore include a 
study of our society and culture. They constitute our all- 
important molding and malleable social environment. 

My third presupposition is man’s dependence upon, and 
his increasing control of, that larger environment which we 
call the world of nature. This physical world, of which we 
are a part by virtue of our physical nature, is the source of all 
our physical necessities and comforts and the object of all 
our scientific inquiries. Into this world are we born; in it we 
live our lives, battling for security and leisure; to it our bodies 
return at death. Its orderliness makes possible our growing 
Scientific understanding and our every expanding technological 
power. Its beauties of form and color elicit our breathless ad- 
miration. Its fecundities, inanimate and animate, invite our 
explorations and exploitations. Its droughts and floods, dis- 
eases and violences, threaten our lives. Omnipresent, both 
benign and destructive, both stubborn and tractable, this 
world of nature affects our lives so continuously and pro- 
foundly that we live and live well only in proportion as we 
learn its ways and learn to "control" it by adapting ourselves 
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to it. Such learning, which gratifies our innate curiosity and 
conditions our survival and our welfare, is a third essential 
component of a realistic education. 

My final major presupposition is, as I have said, more con- 
troversial. It is that man and nature do not comprise the 
whole of reality but that both are rooted or grounded in an 
ultimate Reality that transcends space and time and all 
finite existence. This ultimate Reality has been the object of 
endless metaphysical speculation, East and West, through 
the centuries; it has also been identified with, or significantly 
related to, the God of man’s religious aspirations. Men’s meta- 
physical accounts of this Reality have differed as radically as 
have the descriptions of God in the great world religions, and 
there have always been intelligent and high-minded men who 
have, for a variety of reasons, repudiated all such metaphysi- 
cal flights as irresponsible and all religious faith as unfounded. 
Yet the most convinced naturalist, if he is a man of intel- 
lectual integrity and humility, will at least acknowledge, with 
John Dewey, the unfathomable mystery of Nature, the finitude 
of all human knowledge, and the value of man’s spiritual 
aspirations. Such naturalists will join with the sincere meta- 
physical idealist and the enlightened man of religious faith in 
condemning all moral cynicism and spiritual iconoclasm. In 
his own way he too will insist that the ultimate reaches of 
Reality remain shrouded in mystery and that man’s knowl- 
edge must remain forever fallible—that all he can hope for, 
at his triumphant best, are, in T. S. Eliot’s words, “hints fol- 
lowed by guesses.” No education is truly liberal and humane 
which fails to cultivate the attitudes of humility and rever- 
ence in the face of ultimate cosmic mystery. 

These four presuppositions can be drawn together in a 
single sentence. I am presupposing the great complexity and 
the intrinsic value of every human being; his continual inter- 
action with his society and culture; the ubiquity of nature as 
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man’s physical base of operations; and, finally, those depths of 
ultimate being and ultimate value which some philosophers 
entitle Reality with a capital R and toward which the man 
of religion turns in his search for God. I have stressed these 
presuppositions because no pattern of education can be really 
effective and useful if it is not realistically oriented to the per- 
son as both unique and social, and to man’s environment as 
both spatio-temporal and eternal. This must be our frame of 
reference in our search for basic concepts with which to re- 
examine the education of free men in a free society. 


A searching reconsideration of liberal education must 
concern itself with at least three major issues. What is its 
proper goal? What educational process will most effectively 
enable it progressively to realize this goal? In what kind of 
an academic community can this process best be initiated and 
sustained? These questions can be answered in a very gen- 
eral way in terms of the basic presuppositions which we 
enumerated earlier in this lecture. We can say that the goal 
of education is to prepare each individual, so far as his native 
endowment permits, to live well in his society and in the uni- 
verse in which he finds himself; that that educational process 
is best which advances us most efficiently toward this goal; 
and that that academic community is best which best initiates 
‘and sustains this educational process. No one, I fancy, will 
quarrel with these generalizations. They fail, however, to an- 
swer such pressing questions as: What does it mean to “live 
well” in our society and our universe? How might education 
promote this good life? How should a school be constituted 
to assure this kind of education? Our basic concepts of struc- 
ture, texture, and vitality will, I think, help us to answer these 
more specific questions. 

Let us start with our goal—the fullest development of 
each individual in the context of his society and his total 
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cosmic environment. Whatever else such development may 
entail, it must certainly include the development of man’s 
mind. And our minds are well developed in proportion as 
they are well disciplined or well structured, individualized or 
well textured, and, above all, active and lively. Let us see what 
this might mean in more concrete academic terms. 

A well-disciplined mind is one which is well equipped 
with the basic tools of thought and communication. These 
tools are, in part, “linguistic” in the broadest sense. We can 
think, express ourselves, and communicate with others effec- 
tively only with the aid of one or more of the languages— 
verbal and mathematical, symbolic and artistic—which man- 
kind has devised for this very purpose. Most important for 
each of us is his mother tongue, but there are other languages 
which are also essential: foreign languages, for a true apprecia- 
tion of the nuances of other nations and cultures; the lan- 
guages of mathematics, for participation in man's most ab- 
stract and most precise thinking; the languages of the several 
arts, for the understanding and enjoyment of art in the various 
media; and, last but not least, the many specialized languages 
of science and history, philosophy and theology, for the com- 
prehension of mankind's profoundest reflections about na- 
ture, man, and God. 

Mastery of these "linguistic" tools, however, will not 
suffice. For the mind must also be trained to function power- 
fully and precisely with their aid—to observe and remember 
accurately and discriminatingly, to think clearly, to criticize 
judiciously. Only as we cultivate our native mental capacities 
do we become able to make effective uses of the complex 
“linguistic” apparatus available to us. 

But linguistic and mental equipment are not enough. 
A well-developed mind is not only well equipped and well 
trained but also well informed. If we are to live well we must 
learn a great many facts about ourselves and about the physi- 
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cal, social, and spiritual actualities which daily confront us. 
And since we keep encountering new situations and new 
problems we must learn the techniques of fact-finding and 
fact-testing. Above all, we must acquire a lifelong passionate 
respect for fact and a deep hatred of illusion and error. 

But a mind however well equipped and trained and 
however well stocked with factual knowledge and skilled in 
discovering new facts can, as we well know, easily run amuck. 
If our minds are to serve us well in our society and our world 
we must also learn how to evaluate sensitively and judici- 
ously. We must learn how to respond generously and wisely 
to every type of beauty in nature and in art, to truth in every 
area of human concern, to goodness wherever it appears or 
should appear, and to all holiness worthy of our reverence. It 
is this cultivated capacity for evaluation—this sensitivity to 
all the values which enrich human life and this ability to assess 
them judiciously whenever they compete for our loyalty— 
that distinguishes wisdom from mere knowledge and matur- 
ity from adolescent irresponsibility. 

These, then, are some of the attributes of a well-struc- 
tured mind. But why call it well-structured? Because these 
attributes are equally valuable for all men, because they are our 
cultural heritage, and because they can all be taught. They 
constitute, in sum, the so-called academic “disciplines,” and 
if is these “disciplines,” in turn, which constitute the basic 
structure of the educational process. Traditional education has 
excelled in precisely this area—it has concerned itself primarily 
with these (or at least some of these) basic “disciplines.” 
Why, then, has “progressive” education so violently protested 
and rebelled against them? Because traditional education has 
tended to ignore the second essential component of a well- 
developed mind, namely, the component of texture. 

Texture, we have said, signifies the factor of uniqueness 
and originality. A well-textured mind is a mind that has learned 
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how to realize and express its own individuality, to be itself 
and not merely a stereotype. The only educational goal worthy 
of man’s precious uniqueness is a mind which, in becoming 
well equipped and trained, well informed, sensitive, and ma- 
ture, achieves the richest and fullest self-realization. Our 
pedagogical task must therefore be to help each of our stu- 
dents to be himself as completely as possible, to think and 
explore, learn and evaluate, as effectively as he is able in his 
own distinctive way. 

That the components of structure and texture do indeed 
complement one another in the field of education is clearly 
demonstrated by the fact that a one-sided emphasis on either 
component produces grave mental frustrations and unbalance. 
The “progressivists” in education were quite right in insisting 
that mere discipline, for its own sake, stifles initiative, inter- 
est, and originality. The traditionalists have been equally 
tight in pointing out that an undisciplined mind is not free 
but enslaved to every passing whim and impulse, incapable of 
significant originality and doomed to idiosyncratic triviality. 
Worthwhile originality, whether it be the masterpiece or 
world-shaking discovery of genius, or the ingenious inventive- 
ness of a lesser talent, or even the run-of-the-mill freshness 
of personality and outlook of a person of average ability who 
is completely himself, is always the product of discipline and 
spontaneity, mental structure and texture. What education 
should aim at, therefore, is a mind able to put the disciplines 
to its own uses—to express correctly and felicitously its own 
ideas, to gather and interpret facts in its own way, to en- 
counter and judge values on its own matured responsibility. 

But we have still not completed our account of the well- 
educated mind. For what we value above all else in ourselves 
and others is a lively mind, a mind in ferment—insatiably curi- 
ous and critical, imaginative and creative. A mind that is pas- 
sive rather than active, regurgitative rather than fresh and 
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critical, lacks the vital spark, however well disciplined it may 
be. So is, paradoxically, an undisciplined mind, however free 
from social restraints, since, without discipline, it lacks the 
tools and stamina, the knowledge and the mature perspective, 
requisite for significant originality. Our ultimate educational 
objective is a self-starting, self-criticizing, and self-nourishing 
mind—a mind that can function powerfully, creatively, and 
wisely under its own steam. 

Such intellectual vitality cannot, however, be engendered 
by a frontal pedagogical attack, even by the most inspiring 
teacher. All that the inspiration of a teacher can do is to 
awaken in his students a temporary excitement which quickly 
dies away. We can promote the mental vitality of our students 
only by teaching them the disciplines in a spirit of profound 
respect for the individuality of each student. Here, as else- 
where, vitality is a function or by-product of structure and 
texture in happy combination. But it is also a prerequisite 
to the acquisition of mental structure and texture. What 
teacher has not failed in his attempt to help his student to 
learn the basic disciplines and to make them serve his own 
interests and needs because the student has lacked the 
requisite initial mental vitality? And what teacher has not. 
experienced the profound satisfaction of watching a lively 
but untutored youth gradually become able, with the help of 
&cquired disciplines, to take charge of his own education and 
thus progressively to realize his own individual capabilities? 
Once again, the factor of vitality manifests itself simultane- 
ously as the product of structure and texture and as a directive 
and vitalizing force. 

It is appropriate that the goal of education be defined 
with major emphasis on the development of the mind, since 
this is the very special responsibility of the school. Our task 
as teachers is not to condition animals but to educate human 
beings, and the only education worthy of man must be focused 
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primarily on that which so signally distinguishes him from all 
other living beings. We must beware, however, of an intel- 
lectualism which tries to divorce the mind from the total 
personality and which values mental achievement for its own 
sake. Mental development is valued in our Western culture 
precisely because the unfolding of our entire personality de- 
pends so greatly upon the proper education of the mind. We 
will do well, then, to restate the goal of education in the more 
inclusive terms of personality development. What kind of 
person should we seek to develop in our schools? 

Once again our three basic concepts will stand us in good 
stead. The personality we would cultivate in ourselves and in 
others is, first of all, a well-disciplined and well-integrated 
one, with useful habits well coórdinated and with mind and 
body, reason and emotion, instinct and will in harmonious 
structural relation. Lack of discipline can only result in loss 
of integration, and an unintegrated person is a person at war 
with himself, frustrated and miserable. Mere discipline, how- 
€ver, creates not persons but human robots, as totalitarian 
regimentation has so tragically demonstrated in recent years. 
Our Western ideal of a developed personality reflects our 
profound respect for each man’s conscience and each man’s 
inalienable right to freedom of thought, worship, and action. 
Yet the freedom which we cherish is not mere license or freak- 
ishness, nor is the spontaneity we wish to encourage an indi- 
vidual initiative harmful to others. Our hope is rather that all 
men may, so far as possible, learn how to be self-creative rather 
than self-destructive, and how to promote human welfare 
rather than human misery. Only such a personality will pos- 
sess, we believe, the creative vitality worthy of man's highest 
capacities. 

Our concern for each individual's total personality dic- 
tates a corresponding concern for the humane community. 
For personality and community are correlative concepts; each 
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implies the other. Only in a genuine community can per- 
sonality ripen into maturity, and only through the coóperative 
efforts of mature persons can a community come into being 
and maintain itself. If its individual members lack this matur- 
ity the social group will tend either to dissolve into a state of 
anarchy or to rigidify into a regimented human hive. Neither 
an anarchistic nor a monolithic society is propitious to the 
development of integrated, interesting, and creative person- 
alities. 

We must therefore redefine the goal of education once 
again to take into account man's social necessities and obliga- 
tions. The social purpose of education must be to prepare 
young men and women for responsible and coóperative par- 
ticipation in all the overlapping social groups which con- 
stitute the structure of our complex society—in the family, in 
a business or profession, in the local community, in the nation, 
and in what is now hopefully called the family of nations. All 
men's generic rights and duties are the same in each of these 
institutional groupings—all men crave family affection and 
all can and should help to make the family a haven of tender- 
ness and love; all men have civil rights and civic duties; all 
men need economic security and all save the incapacitated 
can contribute something to our corporate economic welfare. 
A well-rounded education should therefore include the study 
of our complex social structure and should prepare our youth 
so far as possible for a lifetime of informed and enthusiastic 
social activity. If such activity is to be worthy of free men in 
a free society, moreover, each individual must learn how, 
within the framework of common rights and duties, to make 
his own unique contributions to each social group to which he 
belongs. For only thus can he hope to realize his special 
capacities to the full, and only thus can he make his richest 
contribution to the social texture of his community. The more 
successfully education assists the men and women of our 
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nation to participate in these various social activities in this 
spirit, the more will it contribute to the vitality not only of 
the individual but of the several social groups which claim his 
allegiance. 

Our trilogy of concepts has, I believe, helped us to de- 
fine our educational goal. This goal is, first and foremost, the 
cultivation of the well-disciplined, highly individualized, and 
lively mind—of a mind strong in structure, rich in texture, 
dynamic and creative. But our goal is also the nurture of man’s 
total personality through structural integration and textural 
individuation, the development of persons able and eager to 
enjoy life to the full. And it is also, and no less urgently, a 
preparation for life in a community, a life of conformity to 
social order and of responsible deviation and revolt, a life of 
joyful coóperation with others in common enterprises for the 
common good. 


If our thinking thus far has been sound, it should not 
be difficult to determine the basic pattern of the educational 
process best designed to achieve this objective. Our perennial 
questions as teachers and school administrators are: What 
Shall we teach? and, How shall we teach it? Both of these 
questions can be answered unambiguously in the light of the 
preceding analysis. We should teach the only thing that 
really can be taught, that is, transmitted through formal iñ- 
struction—not “subject-matter” and not “attitudes,” but the 
basic “disciplines.” They and they alone are what we should 
teach. And how should we teach them? With unremitting 
concern for the individuality of each student. How else can 
our students acquire the linguistic, factual, and normative 
training they need to live well and to contribute what they can 
to their society? And how else can the school avoid regimenta- 


tion and do full justice to the uniqueness of every human in- 
dividual? 
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There is, unfortunately, a good deal of confusion as to 
which of the academic disciplines are really basic. Academic 
divisions and departments have multiplied as scholars have 
staked out new fields of inquiry and as our competitive society 
has encouraged more and more specialized vocational training. 
Is there any way in which the really basic disciplines can be 
rediscovered and redefined? I believe there is. 

First of all, only those disciplines are basic which equip 
men with general skills which are adaptable to a variety of 
situations, in contrast to the particularized skills for very 
specific activities. For example, training in “pure” science is 
a prerequisite for many different types of specific technological 
training and is clearly more adaptive to new problems as they 
arise, It is in this sense that a really liberal education is more 
basic than any form of vocational or, indeed, professional 
training. This fact is recognized by the professional schools 
which require an adequate liberal education as a prerequisite 
for admission to graduate study. Those “professions” which 
make no such requirement are not really “professions” at all; 
they are more or less specialized vocations. 

These distinctions are not intended to be invidious but 
are merely intended to clarify the situation. Our society ob- 
viously needs not only professional men and women but 
countless men and women skilled in the many vocations 
&sential to our economy. Indeed, the soundest liberal educa- 
tion must be supplemented by further professional or voca- 
tional training precisely because it is a general education for 
life and not a specific training for a specific job. We there- 
fore reflect no discredit on professional and vocational train- 
ing when we give priority to liberal education, any more than 
we discredit a man’s profession or vocation when we insist that 
he is, above all else, a human being. We can therefore ac- 
knowledge without embarrassment that we are under heavy 
obligation to make available to all our young people as much 
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liberal education as their native endowment enables them to 
assimilate with profit. In general, the more effectively a per- 
son is liberally educated, the richer will be his own personal 
life, the further will he be able to develop in his profession 
or vocation, and the more significant will be his total con- 
tribution to society. 

If this is true, it is all the more important that the list 
of the basic liberal disciplines be determined. There are, I 
believe, only four such disciplines, though each is in fact a 
family of more or less self-contained inquiries. They are the 
disciplines of linguistic proficiency, factual discovery, norma- 
tive evaluation, and synoptic interpretation. That this is not 
an arbitrary list will be evident if we but remind ourselves of 
the basic equipment which a man must have in order to live 
well. 

Without language he can neither think his own thoughts 
nor communicate with others; and the more languages he 
knows, the better. It is particularly urgent that he learn at 
least one of each of the several generic types of languages—at 
least one foreign language in addition to his mother tongue, at 
least some mathematics, and the linguistic idiom of at least 
one of the fine arts. 

Without a minimum of factual information about him- 
self and his physical and social environment a man cannot 
even survive, let alone live well in security and comfort. And 
since new facts and new challenging situations are continually 
intruding themselves upon him, he needs to have at his com- 
mand at least some of man’s fact-finding and fact-testing 
techniques. Hence the value of basic training in at least one 
of the natural sciences and one of the social sciences. If such 
training is effective (as it seldom is), it will have "transfer 
value"; he will be able to use it the rest of his life in his con- 
tinuing explorations of nature and society. 

Without training in responsible evaluation—aesthetic, 
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moral, and religious—man is condemned to blind dogmatic 
belief and is precluded from enriching experiences in the 
realms of art, of human relations, and of enlightened religious 
worship. This is the special domain of the “humanities,” that 
family of disciplines designed to help men to learn how to 
be aesthetically, morally, and religiously sensitive and in- 
formed. 

Finally, without the skills of synoptic interpretation man 

is doomed to cultural and sectarian myopia, to provincialism 
and prejudice. He can hope to transcend regional provincial- 
ism only by achieving wider national and global perspectives. 
He can understand the present only in the perspective of the 
past, his own culture only in relation to other cultures, his own 
religious sect only as part of a world religion which, in turn, is. 
but one of several world religions. Religion takes on meaning, 
moreover, only in the context of the secular; science only in its 
relation to the moral and the artistic. In short, man is among 
other things a being capable of reflection, and reflection al- 
ways involves seeing things in ever wider contexts. It is the 
special responsibility of the ancient disciplines of history and 
philosophy to promote this larger vision, to help man to es- 
cape from his provincialisms and to see all things—past and 
present, man and nature, finite and infinite—in their relation 
to one another. 
* I need hardly add that all four of these great disciplines 
are essential and irreplaceable in an education worthy of be- 
ing called liberal. Though expertness in any variant of any 
one of them may indeed require a lifetime of specialized study, 
no one can honestly be said to be liberally educated who is 
completely untrained and unequipped linguistically, factually, 
normatively, and synoptically. 

So much, then, for the basic liberal disciplines. They con- 
stitute, in liberal or general education, what can be taught and 
should be taught from grade school through college. How 
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they are taught must depend upon the age and background of 
the student and, no less, upon the individual talents of each 
teacher and the unique personality of each boy and girl. The 
educational process is well structured in proportion as it 
teaches the basic disciplines not as dead facts to be memorized 
but as vital tools to be mastered and put to use. It is richly 
textured in proportion as each participating teacher and stu- 
dent is encouraged to explore and use these disciplines in his 
own distinctive way. Teaching with this attitude is indeed an 
art and not a science. Much can be learned from example 
and experience, but no pedagogical formulae can ever take the 
place of authentic teaching talent. The true teacher is born, 
not made; all the rules and procedures in the world cannot, 
of themselves, make teaching and learning the vital personal 
experiences they actually become in a dynamic educational 
process. 


This brings us, in conclusion, to the school as an academic 
community. Such a community should be, ideally, a free and 
cooperative society of older and younger inquirers dedicated 
to a common search for truth. This ideal is, of course, never 
perfectly realized but it is more closely approximated in some 
schools and on some college and university campuses than 
others. 

It is partially realized in proportion as the teacher con- 
tinues his own intellectual growth, that is, insofar as he is, in 
this fundamental sense, a scholar. Scholarship, so conceived, 
is essential to good teaching and not in conflict with it. It is 
partially realized in proportion as the student, of whatever 
age, exhibits the maturity of individual initiative and respon- 
sibility. Teachers thus dedicated to scholarship and students 
who are mature in this sense will inevitably stimulate one 
another and generate a school ethos or spirit of responsible 
co6perative inquiry. This ethos will function as a powerful 
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directive and vitalizing force which will make itself felt in 
administrative policy, classroom discussion, and solitary study 
and reflection. Such a school, in short, will possess the institu- 
tional structure, texture, and vitality necessary to sustain the 
process of liberal education. 

The ideal academic community will not be bedeviled by 
the "iron curtains" which so seriously threaten or impair the 
educational process in many of our schools and colleges to- 
day. The administration will not be out of touch with the 
faculty, as so often happens, nor will it “run” its faculty in a 
spirit of patronizing aloofness. Teachers and scholars in the 
several disciplines will not live and work in complacent pro- 
vincial isolation. Teachers will not “teach down” to their 
students and insult them by demanding mechanical blue-book 
regurgitation. Students, in turn, will not be afraid of their 
teachers or afraid that intellectual interest and study will 
make their fellow students brand them as "apple-polishers" 
and social outcasts. The student will, moreover, not be 
doomed to the schizophrenia of two unrelated lives, one aca- 
demic and one extracurricular, as he is at present so very fre- 
quently. His education will be a total education of his entire 
personality, continuous throughout his working hours and in 
all his varied activities. 

Such a community, moreover, will in no sense be an ivory 
fower of utopian academic withdrawal from the concerns and 
problems of our society. For in proportion as it is truly liberal 
and vital, all its members, as younger and older scholars, will 
be intensely concerned with the most urgent problems of 
mankind—with scientific and technological advance, with 
political power and social justice, with the multiple threats 
of war and the conditions of peace, with art past and present, 
with man’s moral rights and duties, and with the challenges 
of religious aspiration and belief. All the scholarship and all 
the teaching in such an academic community will be oriented, 
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directly or indirectly, to man’s perennial and current achieve- 
ments and problems. The mature scholar will be not less but 
more alive to the tensions of his time than are thoughtful 
adults in any community. The student will not be idling away 
the precious years of youth in a mood of prolonged childish- 
ness, waiting to “start his life” until he has left school; he will 
be living, in school, as rich and responsible a life as after grad- 
uation. 

The ideal academic community, in short, will reflect in 
its organization and curriculum the structure of the educa- 
tional process and, in its administrators, faculty, and students, 
that texture of individuality and freedom which is no less es- 
sential for a liberal and liberating education. It will be vital 
in its scholarship because this scholarship will take live cog- 
nizance of the structured and textured vitality of everything 
that man encounters and seeks to understand—of nature, of 
human society, of human artifacts, and of ultimate Reality 
itself. It will be vital in its teaching because it will do justice 
to man’s need for structured discipline and for the texture of 
spontaneous initiative and creation. Its impact, both upon the 
individual and upon society, will be profound because it is 
itself realistically oriented and intensely alive as a corporate 
on-going venture. 

Such a community, moreover, would provide the strong- 
est institutional safeguards against those tendencies which td- 
day most seriously threaten our cultural vitality and our per- 
sonal well-being. It would be a living answer to the loneliness 
of being lost in an impersonal crowd—isolated in an un- 
friendly apartment house, or functioning as a cog in a huge 
industrial machine, or confused and perplexed as a solitary 
voter. But the answer it would give by precept and example 
would also be a rebuke to all forms of fascism or regimenta- 
tion, whether secular or religious, because it is in essence a 
free community of responsible persons. It would show men 
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how to avoid both nihilistic doubt and smug bigotry and how 
at least to make progress in the direction of mature reflective 
commitment. It would be opposed to all revolutionary 
thought and action which, in repudiating the cumulative 
wisdom of the past, invites a violent return to barbarism, and 
it would be opposed, no less resolutely, to all reactionism that 
seeks to arrest or turn back the clock and to eternalize an an- 
cient order. It would combat an egalitarianism jealous of all 
special endowment and capacity and, simultaneously, the snob- 
bish aristocracy of those who scorn and exploit the common 
man. It would, in short, be a mighty bulwark against all threats 
to a liberal progressive Jeffersonian democracy, and it would be 
our strongest secular institutional tutor of responsible free 
men. 
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The Outline of a Philosophy’ 


]. DONALD BUTLER 


J. Donald Butler (April 8, 1908—) studied at the Mu- 
nicipal University of Omaha, Nebraska, earning his A.B. de- 
gree there in 1929. In 1933 he completed the work for his 
Master of Religious Education degree at the Biblical Semi- 
nary, New York City. Four years later he finished work for 
the Ph.D. at New York University, where he studied under 
his fellow idealist Herman H. Horne. 

* J. Donald Butler, Four Philosophies and Their Practice in Education 


and Religion, rev. ed. New York: Harper & Brothers, 1957, pp. 534-584. 
Copyright 1957 by Harper & Brothers, Used by permission. 
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Butler's professional experience has been in both educa- 
tion and religion. He was superintendent of schools in Mc- 
Lean, Nebraska, for one year (1929-1930). From 1933 through 
1939 he served as assistant minister in the Second United 
Presbyterian Church, Jersey City, New Jersey. For five years 
(1937-1942), he was part-time instructor in Education at 
New York University. During World War II, from 1942 
through 1943, he served as Community Organization Adviser 
in the Office of Civil Defense. He was a member of the fac- 
ulty of the Princeton Theological Seminary from 1944 to 
1958, holding the ranks of associate professor (1944-1954) 
and professor of the History and Philosophy of Education 
(1954-1958). He served as acting dean of the Princeton 
Theological Seminary during two six-month periods, one in 
the academic year 1954-1955 and the other in 1955. From 
1958 to 1961 he was professor of Christian Education, Austin 
Presbyterian Theological Seminary, Austin, Texas. In 1961 he 
became James Wallace Professor of Religion and chairman of 
the Department of Religion, Macalester College. 

Butler has contributed several articles to the Twentieth 
Century Encyclopedia of Religious Knowledge (Schaff- 
Herzog), as well as numerous definitions to Good's Diction- 
dry of Education. He was consultant to Theodore Greene 
when the latter prepared his chapter for the Fifty-fourth 
Yearbook of the National Society for the Study of Education. 
But Butler is best known for his Four Philosophies and Their 
Practice in Education and Religion. It is from the second edi- 
tion of this book that the selection quoted has been taken. 
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OUR KNOWLEDGE SITUATION 


The method of knowledge and the content of knowledge 
are necessarily related. The one implies the other, and vice 
versa. But this is to plunge into theory of knowledge itself, 
and to affirm one of the most general principles of idealism, 
namely, that knowledge as such, in addition to and apart from 
specific items of knowledge, implies the nature of that which 
is known. 


Now the specific discoveries which the various sciences 
yield are of course important as specifics, especially in the time 
immediate to their discovery and as stepping stones to dis- 
coveries for which they may open the way. But they are not 
truth. They are descriptions; and as such their significance 
wanes, and they may even be supplanted by rather remark- 
ably different descriptions. k 


While I do not wish to encourage an egocentric frame of 
mind nor a self-centered morality, I must assert my belief in 
the immediacy and priority of the self. From the individual 
and finite standpoint, this supplies what is lacking in the 
pragmatic description of the life process. The dynamic pui- 
sating movement of experience is a process in which living 
individual souls participate, and who by their power of initi- 
ating, change the course of events from experience to experi- 
ence, 


Two evidences of the existence of the self are its con- 
tinuing identity from experience to experience, and its aware- 
ness of a boundary which marks off a vast area which is not 
self from that subjective realm which is immediate. 
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Moving on from the knowledge of the self to more ex- 
tensive knowledge of the order which is beyond self, we come 
to the most significant question as to whether the order other 
than self is foreign to selfhood as each man knows it in him- 
self, or is similar to self and of the same character and sub- 
stance. 


I find that I agree, therefore, with the very general idealist 
principle, formerly stated, and already implied at the outset 
of this discussion of our knowledge situation, which is to the 
effect that the self is the interpreter in an interpretable world. 
By this I do not mean to argue that man sustains a totally 
harmonious relation with reality, or to imply that the moral 
and social problems of man are anything less than acute. I 
do mean to say, however, that there is that minimum in har- 
mony of relation between individual man and the cosmos 
which is necessary to the basic well-being of selves as selves. 
Otherwise selfhood could not exist and thrive, as it is not un- 
common for it to do. For this to be so is for the cosmos to 
follow some of the patterns of organization which selfhood 
also follows. While these patterns may not be summed up 
totally in the idea of interpretation, nevertheless the act of 
interpreting, ie. of discerning, enjoying, and acting upon 
meanings, is close to a total characterization of the genius 

*of selfhood. And since the world is not completely out of 
harmony with this, it is interpretable. Over all, for man to be 
an interpreter in an interpretable world, the implication is 
that in essence the cosmos partakes of the nature of selfhood, 
or an essence in harmony with it, and does not partake of 
some nature which is entirely foreign to and different from 
selfhood. 


With the critical realists and the idealists, I believe in an 
epistemological dualism, but a more limited dualism than in 
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the case of the critical realists. As is the case in both of these 
philosophies, I believe that there are two objects in every 
knowledge situation: the object which has a history in the 
space-time world and happens to confront me in a particular 
knowledge situation, and the object which is in my own con- 
sciousness when the transaction occurs. But the object in 
consciousness is not a copy of the object “out there”; strictly 
speaking there is not a direct correspondence between the 
two. The object “out there” provides, as it were, the raw ma- 
terial upon which the mind goes to work, but it is the unifying 
and interrelating activities of perception which yield the qual- 
itative and meaningful object of consciousness. 


There are two famous arguments for the existence of 
God in which I find weight and which I feel deserve the 
serious attention of all earnest seekers after truth. These, as 
all arguments, are no more than appeals to reason, and can- 
not therefore take the place of acts of faith; furthermore, they 
are not demonstrations or proofs, as one of them is considered 
to be by Neo-Scholasticism. 

First in order of weight and significance is the ontological 
argument. 


I also find weight in the cosmological argument as ad- 
vanced by Neo-Scholastics. 


The critical question, then, is this: Has God so spoken 
to man, and does He continue to communicate with men? 
For my answer to this consummately decisive question I turn 
to the Christian faith, in which I believe is to be found a 
cosmic movement which is equivalent to the coming of God 
to man. The truth communicated in this movement is not 
so much explicit as it is implicit truth for which persons and 
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events are media, and which must be discerned in the response 
of faith. 


And only a God who in essence is Spirit or Person could 
be a world ground for the specific psychological, spiritual, and 
personal events we confront as actualities in our world. This, 
I believe, is to say that existence, in this more precise use of 
the word, can be equated only with God, as the abiding, en- 
during, and changeless One, beside whom there is no other. 
It is even to say more: that God qualifies existence and that 
existence does not qualify God, as this discussion so far might 
imply. The root question of metaphysics is not, Does God 
exist? but What does existence mean? And my answer is that 
existence means God; that existence is a synonym, as it were, 
for God. 


God, at the least, is Person; the best figure we have within 
our human experience which can represent Him is personal- 
ity or selfhood. 


He is, within His Being, a community; there is individ- 
uality within God, although the Godhead is not limited and 
is not finite. There is the One who is, and who is the founda- 
tion of all being, the Creator, whom we know as Father. There 
4s the One who has incarnated Himself in our individual-social 
life process, who emptied Himself, who voluntarily gave Him- 
self to be severed apart for us, who are many, that we might 
partake of the existence which is God’s and thereby become 
members of the One. Him we have known historically, and 
we speak of Him as the Son. And then there is the One who 
makes himself immanent in the believer and in the commu- 
nity of believers, whom we know as the Holy Spirit. Yet the 
Three are not separate; they all partake of the One existence 
and essence, yet are individual, three Personalities in the One. 
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The community which is within God, shared by Father, 
Son, and Holy Spirit, is a community which is to be extended, 
as it were, to include eventually all finite souls who respond 
commensurately to the Son’s giving of Himself. 


Primarily each individual man is a soul. He is a personal- 
ity, if the word personality is used as having a spiritual con- 
text in addition to its psychological and sociological connota- 
tions. 


This is not to imply any slight to the rational nature of 
man. 


The biological aspect of selfhood, no more “real” than 
the rational, emotional, volitional, or social, finds its true 
understanding and function when it is seen as a part of the 
whole man, and not all of man. 


The goodness which God intends for man is such a high 
achievement that he cannot realize it apart from God's help. 
Man needs the fellowship of God for its own sake, as an end 
in itself; but within a somewhat limited ethical view alone, 
he is unable to realize the end which is written in his nature as 
a norm without also having the fellowship of God as a means. 


The ontological status of evil is much the same as the 
Status of all values in the axiology of pragmatism. Evil is 
necessarily tied to the individual-social life process and has 
its existence within this process. Since the One who alone is, 
who alone has ultimate being, is good, how can evil have ulti- 
mate being? 


Nature is itself a derived order which is rooted in Him 
who alone exists. It is best understood, therefore, as the 
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created order; not an order comprised of indestructible order, 
nor of energy, not a mechanism of laws and relations, but an 
order designed to be the matrix in which souls can be given 
birth and nurtured into divine sonship. 


Four major presuppositions will be stated and made 
quite explicit. 

1. The first of these has to do with the ontology of values. 
It is that some values have the status of ultimate existence. 
Such values have this status not because they are independ- 
ent realities, but because they are in and of the nature of God, 
who alone has ultimate and absolute existence. Of course, 
there is almost an infinite number and variety of values which 
do not have this status but are relative to the human scene 
alone and have the same kind of transiency that human ex- 
perience has. 


Ultimate values are real basic existences which have an 
ontology; their ontology is that they are rooted in God. 


If you ask me if love is an ultimate value, I must say 
"yes"; but I must also say, “the love which we know because 
of what God is." 


° 2. The second presupposition has to do with the need 
for effort in the possession of value. It is that all values, 
whether ultimate or temporal, are enjoyed and possessed only 
as the human subject, individual or social, participates or be- 
comes engaged in active efforts or relations by which he (or 
society, as the case may be) moves from present actual fact 
to a new situation in which the old fact is replaced by newly 
realized value. Values are what they are in essence largely be- 
cause there are individual persons to possess and enjoy them. 
This is the subjective side of value. The presupposition that 
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ultimate values have their existence in and of God does not 
imply that our possession of them is automatic and without 
effort. 


3. The third presupposition supplies a criterion as a 
guide in the realization of value. It is that values are realized 
in the great majority of value situations by relating parts and 
wholes, if not exclusively in this manner. Aesthetic values are 
possessed when a work of art is understood and appreciated 
as a differentiated whole. 


I have contended so far that men can partake of ultimate 
value only by being related to God and being in Him and of 
Him. I would like to contend further that the only way in 
which we can be in and of God is for Him to be broken. How 
can those who are created, as it were outside of God, at least 
Separate and distinct from Him, who are creatures and not 
God, and who have in a measure their own autonomy, their 
own privacy, and their own individuality—how can they par- 
take of that which God is unless God chooses to share that 
which He is, in and of Himself? 


4. We cannot view value theory, it seems to me, as 
though we ourselves are objective spectators who can think 
with complete and full impartiality about our value problems. 
As problems they involve us, and because the problems have 
to do with values, we are predisposed toward the solution. 
One way in which we are predisposed is to desire a solution 
which is advantageous to ourselves or to our group. Another 
more basic way in which we are predisposed is that not only 
are we concerned about the means by which a good life is 
lived, but we are concerned about the ends which constitute 
a good life. 


268 


THE OUTLINE OF A PHILOSOPHY 


There are four theoretical connections between axiology 
and education which are very clear to me. 


I maintain, that, whatever the ontology of a value is, 
persons or societies must be actively engaged in its actualiza- 
tion or they cannot possess it and enjoy it for themselves. 


The uniqueness of the educational institution of society 
looked at in the light of value theory is that it is more es- 
pecially a value-realizing institution than is any other institu- 
tion with the exception of religion. 


A third aspect of the theoretical connection between 
axiology and education is the necessary relationship between 
educational objectives and value theory. 


A fourth consideration concerning the relation of ax- 
iology and education is the significance for children and youth 
of their value problems and decisions. 


Value problems are the first reflective steps of maturing 
youth. They provide the first occasion for reflective decisions; 
therefore, value concerns in education are of unique impor- 
tance, with all children, but especially with adolescents be- 
eause in their struggles and tensions are the early occasions for 
genuinely reflective decision. 


In addition to decisions which have just been described 
respecting the evaluation of specific values, there are other 
decisions having to do with the whole of value experience 
which have to be made in the process of maturing. These are 
judgements concerning the foundations of and nature of value. 
It seems to me that any education would be superficial which 
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did not make some provision for judgement concerning such 
fundamental considerations however fully it makes provision 
for specific value judgements. 


The truly educative acts are those which go on within 
the private experience of the learner and are comprised of the 
student’s own self-activity, never of the artifices of the clever 
teacher. 


There must be an abundance of subject matter fitted into 
its place in the educative process, constituting the raw stuff 
on which to “try the soul’s strength.” But it has its place as 
a part in the whole, and not as the whole, an important cau- 
tion to be remembered. 


At any rate such an education will need to be provided by 
a composite of institutions rather than one single institution. 
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Introduction to Part Four 


* So far in these readings we have seen that pragmatism is 
a philosophy that stresses the context in which experience 
takes place. Human nature is conceived to be the product of 
experience, and human intelligence is accepted as the best 
means available for man to solve his numerous problems and 
to achieve his many values. The scientific method is prized 
and extended even into the realm of moral decisions. Prag- 
matists are inclined to believe that the educative task is best 
achieved in a democratic atmosphere, where intelligence can 
work freely. 
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Idealism, on the other hand, holds that man and nature 
do not comprise the sum of reality, but that both are grounded 
in an ultimate reality that transcends time and space and all 
finite existence. Unfortunately man will never know the full 
boundaries of reality, for his knowledge appears destined to 
remain in the realm of “hints and guesses.” The findings of 
science are taken as “descriptions” rather than truth, and the 
essence of man is his personality, or his “spiritual self," which 
is a finite expression of the Infinite Spirit. The stress upon 
human personality and the conviction that the human being 
is intimately related to other beings in a social and spiritual 
community are important ingredients in this philosophy of 
education. 

The third philosophical position we shall study is realism. 
The modern interpretation of the term “realism” is the doc- 
trine that there is an objective reality apart from that which 
is presented to consciousness. The realist believes that the 
cosmos is composed of tiny, yet complex, particles of energy 
called atoms, which are in turn built up from protons, neu- 
trons, and electrons. An object is but the particular form that 
a combination of these atoms takes. Our senses receive stimuli 
from these particular objects—the eye receives light waves 
reflected from a house—and we are said to perceive. Percep- 
tions are thought to be true to the extent that they are found 
to correspond to the actual facts of reality. Nature contains 
laws and principles that man can know, and it is the discovery 
of these laws and principles by scientific investigation that is 
the final object of knowledge. Likewise, there are moral laws 
that are believed to be at work in the universe, and these can 
be uncovered by close observation of nature. 

Having read this, one may surmise that all realists are in 
agreement. Such is not the case, however, for there are many 
different kinds of realists: neo-realists, critical realists, classi- 
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cal realists, etc. They do not agree on all matters, and when 
they do agree it is for quite different reasons. 

So far as education is concerned, realists have emphasized 
different things, but in the main they have thought of the 
process of education as the acquiring of verified facts that 
enable the learner to adjust to the realities of the external 
world. The realistic outlook has been carried over into Ameri- 
can education by such men as Ross L. Finney, the sociologist; 
Frederick S. Breed, the philosopher; Edward L. Thorndike, 
the psychologist; and William Chandler Bagley, the “essen- 
tialist.” 

Among the most able realists concerning themselves with 
education today are Harry S. Broudy and Robert M. Hutch- 
ins. Selections from their writings are included here. In ad- 
dition, two chapters are taken from the writings of Alfred 
North Whitehead, and one brief selection is taken from 
Mortimer J. Adler, who, like Hutchins, is a classical humanist. 

Alfred North Whitehead's philosophy is tightly written 
and quite abstruse. In part, at least, this may account for the 
failure of educators who find interest in his "organic philoso- 
phy" to produce a satisfactory "organic philosophy of educa- 
tion." Yet, in order to understand Whitehead's writings on 
education, it is necessary to see that he believes that neither 
physical nature nor life can be understood unless they are 
geen as essential factors in the composition of what he calls 
"really real things," whose individual characters and inter- 
connectedness constitute the universe. His notion of life im- 
plies a "certain absoluteness of self-enjoyment,” that is to 
say, a "complex process of appropriating into a unity of exist- 
ence the many data presented as relevant by the physical proc- 
esses of nature." Each individual act of self-enjoyment he 
labels as an occasion of experience, and he holds that these 
occasions are the "really real things which in their collective 
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unity compose the evolving universe, ever plunging into the 
creative advance. . . .” He views life as a process that in- 
volves the notion of “. . . a creative activity belonging to the 
very essence of each occasion.” He goes on to describe the 
process of self-creation as the “transformation of the potential 
into the actual.” Thus, to conceive of the proper function of 
life, “we must discriminate actualized data presented by the 
antecedent world, the non-actualized potentialities which lie 
ready to promote their fusion into a unity of experience, and 
the immediacy of self-enjoyment which belongs to the crea- 
tive fusion of these data with those potentialities.” He calls 
this the “doctrine of the creative advance.” Finally, White- 
head adds the characteristic of aim, which he defines as the 
“exclusion of the boundless wealth of alternative potentiali- 
ties, and the inclusion of that definite factor of novelty” that 
serves to select the way to entertain those data in the process 
of unification. Education is the process of self-development, 
and Whitehead’s aims for education are his guidelines for the 
selection of data for occasions of experience. 

Whitehead says that, in order to achieve the maximum 
self-development in each individual, education should be 
aimed at producing men who possess both culture and expert 
knowledge in some special direction. 

Harry S. Broudy calls himself a classical realist-—classical 
because his basic ideas about personality, its destiny, and its 
goals are drawn in large part from the theories of Plato and 
Aristotle; realist because he accepts the notion of truth being 
independent of the knower, and "the idea of structures in the 
universe, man, and Society that are normative for man's 
striving toward the good life and for the education that will 
help him achieve it" Broudy emphasizes the role of the 
school in the cultivation of intellectual values, but he admits 
his indebtedness to modern psychology, the science of edu- 
cation, and some of what he calls “the more basic contribu- 
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tions of Dewey’s instrumentalism.” The new problem of 
which he speaks in the article found in these readings is, 
“How can I live a life of well-being with the maximum of 
social usefulness?” He answers his question by suggesting that 
he can achieve his goal through self-cultivation, which means, 
so far as education is concerned, the appropriation of “the 
best and noblest of the cultural resources. . . ." 

The classical humanists, while they have much in com- 
mon with Broudy, have been interested in reorganizing lib- 
eral education in American secondary schools and colleges 
along the lines of the liberal-arts curriculum of the medieval 
university. They have been bitter critics of the watered-down 
curriculum, the doctrine of pupil interest and needs, voca- 
tional training, and the neglect of the humanities. Inspired 
by John Erskine of Columbia, Mortimer J. Adler has pre- 
pared a list of the "Great Books of the Western World,” 
which he suggests be made the heart of the liberal-arts cur- 
riculum. Because it is unlikely that most colleges will follow 
the lead of St. Johns of Annapolis, Maryland, and because of 
the shortage of able teachers, Adler and Robert M. Hutchins 
have provided a means whereby most can secure a liberal edu- 
cation after college by reading the great books that Adler has 
described as “enduring best-sellers, civilizing forces, enlight- 
ening,” etc. These books will become our great teachers, and 
we shall learn to think by rethinking the conclusions of the 
“great thinkers.” 

The selection from Adler gives his definition of educa- 
tion, which he defends as the “only true definition,” and 
which he is convinced is “absolute and ultimate.” The man- 
ner in which he goes about “proving” his point is an excellent 
example of a speculative philosopher at work. 

Robert Hutchins is less the pure philosopher and more 
the practical educator and popularizer. His remarks in the 
readings about needs, adjustment, and vocationalism are 
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characteristic of his criticism of contemporary education. His 
comment about the relation of the democratic ideal to educa- 
tion has caused some to doubt whether he believes in democ- 
racy, but in all justice to Hutchins this doubt is totally 
unfounded. His concern about the limitations of the experi- 
mentalist’s value system is perhaps his chief criticism of this 
philosophy. The account of Locksley Hall is an interesting 
description of what a college might be like if it were cut along 
the lines of the Hutchins and Adler ideal. 
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The Ams of Education” 


ALFRED NORTH WHITEHEAD 


Alfred North Whitehead (February 15, 1861-December 
30, 1947), son of an Anglican clergyman, is remembered as 
an educator, philosopher, and mathematician. His formal edu- 
cation at Sherborne School and Trinity College, Cambridge, 
was in such fields as political philosophy, liberal theology, 
and the classics. His first position was that of lecturer in Ap- 
plied Mathematics and Mechanics at Trinity College. He 


* Alfred N. Whitehead, The Aims of Education and Other Essays. New 
York: New American Library, 1949, pp. 13-26. Copyright 1929 by The 
Macmillan Company. Used by permission of The Macmillan Company. 


281 


REALISM 


served from 1911 to 1914 as reader in Geometry at the Uni- 
versity of London, but he left this position in 1914 to become 
professor of Applied Mathematics in the university’s Imperial 
College of Science and Technology. In 1924 he was appointed 
professor of Philosophy at Harvard, a position he held until 
1937 when he became emeritus. 

With Bertrand Russell, his most famous student, White- 
head wrote during his stay at Trinity College and the Imperial 
College Principles of Mathematics, recognized as a great trea- 
tise on logic. After arriving at Harvard, he wrote Science and 
the Modern World, probably the best known and most fre- 
quently read of all his many writings. In 1927 he returned to 
Europe, where he gave a series of lectures that were published 
as Process and Reality, an Essay in Cosmology. In this book, 
judged by some to be his greatest, he developed his “philoso- 
phy of organism.” 

His published works also include Treatise on Universal 
Algebra, Adventures of Ideas, Nature and Life, Modes of 
Thought, and Religion in the Making. The selections below 
are taken from his Aims of Education, which is a collection of 
lectures and essays. His insistence upon a vital content, his 
understanding of the loss of vitality that characterizes educa- 
tional movements, and his discussion of rhythm in education 
make these readings particularly appropriate at this time. 


e 


Culture is activity of thought, and receptiveness to beauty 
and humane feeling. Scraps of information have nothing to 
do with it. A merely well-informed man is the most useless 
bore on God's earth. What we should aim at producing is 
men who possess both culture and expert knowledge in some 
special direction. Their expert knowledge will give them the 
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ground to start from, and their culture will lead them as deep 
as philosophy and as high as art. We have to remember that 
the valuable intellectual development is self-development, 
and that it mostly takes place between the ages of sixteen and 
thirty. As to training, the most important part is given by 
mothers before the age of twelve. A saying due to Archbishop 
Temple illustrates my meaning. Surprise was expressed at the 
success in afterlife of a man, who as a boy at Rugby had been 
somewhat undistinguished. He answered, “It is not what 
they are at eighteen, it is what they become afterwards that 
matters." 

In training a child to activity of thought, above all things 
we must beware of what I will call "inert ideas"—that is to 
say, ideas that are merely received into the mind without 
being utilised, or tested, or thrown into fresh combinations. 

In the history of education, the most striking phenome- 
non is that schools of learning, which at one epoch are alive 
with a ferment of genius, in a succeeding generation exhibit 
merely pedantry and routine. The reason is, that they are 
overladen with inert ideas. Education with inert ideas is not 
only useless: it is, above all things, harmful—Corruptio op- 
timi, pessima. Except at rare intervals of intellectual ferment, 
education in the past has been radically infected with inert 
ideas. That is the reason why uneducated clever women, who 
Have seen much of the world, are in middle life so much the 
most cultured part of the community. They have been saved 
from this horrible burden of inert ideas. Every intellectual 
revolution which has ever stirred humanity into greatness has 
been a passionate protest against inert ideas. Then, alas, with 
pathetic ignorance of human psychology, it has proceeded by 
some educational scheme to bind humanity afresh with inert 
ideas of its own fashioning. 

‘Let us now ask how in our system of education we are 
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to guard against this mental dryrot. We enunciate two educa- 
tional commandments, “Do not teach too many subjects,” 
and again, “What you teach, teach thoroughly.” 

The result of teaching small parts of a large number of 
subjects is the passive reception of disconnected ideas, not 
illumined with any spark of vitality. Let the main ideas which 
are introduced into a child’s education be few and important, 
and let them be thrown into every combination possible. The 
child should make them his own, and should understand their 
application here and now in the circumstances of his actual 
life. From the very beginning of his education, the child 
should experience the joy of discovery. The discovery which 
he has to make, is that general ideas give an understanding of 
that stream of events which pours through his life, which is 
his life, By understanding I mean more than a mere logical 
analysis, though that is included. I mean "understanding" 
in the sense in which it is used in the French proverb, “To 
understand all, is to forgive all." Pedants sneer at an educa- 
tion which is useful. But if education is not useful, what is 
it? Is it a talent, to be hidden away in a napkin? Of course, 
education should be useful, whatever your aim in life. It was 
useful to Saint Augustine and it was useful to Napoleon. It 
is useful, because understanding is useful. 

I pass lightly over that understanding which should be 
given by the literary side of education. Nor do I wish to bé 
Supposed to pronounce on the relative merits of a classical 
or a modern curriculum. I would only remark that the under- 
standing which we want is an understanding of an insistent 
present. The only use of a knowledge of the past is to equip 
us for the present. No more deadly harm can be done to 
young minds than by depreciation of the present. The present 
contains all that there is. It is holy ground; for it is the past, 
and it is the future. At the same time it must be observed that 
an age is no less past if it existed two hundred years ago than 
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if it existed two thousand years ago. Do not be deceived by 
the pedantry of dates. The ages of Shakespeare and of Moliére 
are no less past than are the ages of Sophocles and of Virgil. 
The communion of saints is a great and inspiring assemblage, 
but it has only one possible hall of meeting, and that is, the 
present; and the mere lapse of time through which any par- 
ticular group of saints must travel to reach that meeting-place, 
makes very little difference. 

Passing now to the scientific and logical side of educa- 
tion, we remember that here also ideas which are not utilised 
are positively harmful. By utilising an idea, I mean relating 
it to that stream, compounded of sense perceptions, feelings, 
hopes, desires, and of mental activities adjusting thought to 
thought, which forms our life. I can imagine a set of beings 
which might fortify their souls by passively reviewing dis- 
connected ideas. Humanity is not built that way—except 
perhaps some editors of newspapers. 

In scientific training, the first thing to do with an idea is 
to prove it. But allow me for one moment to extend the mean- 
ing of "prove"; I mean—to prove its worth. Now an idea is 
not worth much unless the propositions in which it is em- 
bodied are true. Accordingly an essential part of the proof of 
an idea is the proof, either by experiment or by logic, of the 
truth of the propositions. But it is not essential that this 
proof of the truth should constitute the first introduction to 
the idea. After all, its assertion by the authority of respectable 
teachers is sufficient evidence to begin with. In our first con- 
tact with a set of propositions, we commence by appreciating 
their importance. That is what we all do in after-life. We do 
not attempt, in the strict sense, to prove or to disprove any- 
thing, unless its importance makes it worthy of that honour. 
These two processes of proof, in the narrow sense, and of 
appreciation, do not require a rigid separation in time. Both 
can be proceeded with nearly concurrently. But in so far as 
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either process must have the priority, it should be that of 
appreciation by use. 

Furthermore, we should not endeavour to use proposi- 
tions in isolation. Emphatically I do not mean, a neat little 
set of experiments to illustrate Proposition I and then the 
proof of Proposition I, a neat little set of experiments to il- 
lustrate Proposition II and then the proof of Proposition II, 
and so on to the end of the book. Nothing could be more 
boring. Interrelated truths are utilised en bloc, and the various 
propositions are employed in any order, and with any reitera- 
tion. Choose some important applications of your theoretical 
subject; and study them concurrently with the systematic 
theoretical exposition. Keep the theoretical exposition short 
and simple, but let it be strict and rigid so far as it goes. It 
should not be too long for it to be easily known with thorough- 
ness and accuracy. The consequences of a plethora of half- 
digested theoretical knowledge are deplorable. Also the theory 
should not be muddled up with the practice. The child should 
have no doubt when it is proving and when it is utilising. My 
point is that what is proved should be utilised, and that what 
is utilised should—so far as is practicable—be proved. I am 
far from asserting that proof and utilisation are the same 
thing. 

At this point of my discourse, I can most directly carry 
forward my argument in the outward form of a digression. 
We are only just realising that the art and science of educa- 
tion require a genius and a study of their own; and that this 
genius and this science are more than a bare knowledge of 
some branch of science or of literature. This truth was partially 
perceived in the past generation; and headmasters, somewhat 
crudely, were apt to supersede learning in their colleagues by 
requiring left-hand bowling and a taste for football. But cul- 


ture is more than cricket, and more than football, and more 
than extent of knowledge. 
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Education is the acquisition of the art of the utilisation 
of knowledge. This is an art very difficult to impart. When- 
ever a text-book is written of real educational worth, you 
may be quite certain that some reviewer will say that it will 
be difficult to teach from it. Of course it will be difficult to 
teach from it. If it were easy, the book ought to be burned; 
for it cannot be educational. In education, as elsewhere, the 
broad primrose path leads to a nasty place. This evil path is 
represented by a book or a set of lectures which will practi- 
cally enable the student to learn by heart all the questions 
likely to be asked at the next external examination. And I 
may say in passing that no educational system is possible un- 
less every question directly asked of a pupil at any examina- 
tion is either framed or modified by the actual teacher of that 
pupil in that subject. The external assessor may report on the 
curriculum or on the performance of the pupils, but never 
should be allowed to ask the pupil a question which has not 
been strictly supervised by the actual teacher, or at least in- 
spired by a long conference with him. There are a few excep- 
tions to this rule, but they are exceptions, and could easily 
be allowed for under the general rule. 

We now return to my previous point, that theoretical 
ideas should always find important applications within the 
pupil’s curriculum. This is not an easy doctrine to apply, but 
^ very hard one. It contains within itself the problem of keep- 
ing knowledge alive, of preventing it from becoming inert, 
which is the central problem of all education. 

The best procedure will depend on several factors, none 
of which can be neglected, namely, the genius of the teacher, 
the intellectual type of the pupils, their prospects in life, the 
opportunities offered by the immediate surroundings of the 
school, and allied factors of this sort. It is for this reason that 
the uniform external examination is so deadly. We do not 
denounce it because we are cranks, and like denouncing es- 


287 


REALISM 


tablished things. We are not so childish. Also, of course, such 
examinations have their use in testing slackness. Our reason 
of dislike is very definite and very practical. It kills the best 
part of culture. When you analyse in the light of experience 
the central task of education, you find that its successful ac- 
complishment depends on a delicate adjustment of many 
variable factors. The reason is that we are dealing with human 
minds, and not with dead matter. The evocation of curiosity, 
of judgment, of the power of mastering a complicated tangle 
of circumstances, the use of theory in giving foresight in 
special cases—all these powers are not to be imparted by a 
set rule embodied in one schedule of examination subjects. 

I appeal to you, as practical teachers. With good disci- 
pline, it is always possible to pump into the minds of a class 
a certain quantity of inert knowledge. You take a text-book 
and make them learn it. So far, so good. The child then knows 
how to solve a quadratic equation. But what is the point of 
teaching a child to solve a quadratic equation? There is a 
traditional answer to this question. It runs thus: The mind is 
an instrument, you first sharpen it, and then use it; the ac- 
quisition of the power of solving a quadratic equation is part of 
the process of sharpening the mind. Now there is just enough 
truth in this answer to have made it live through the ages. 
But for all its half-truth, it embodies a radical error which 
bids fair to stifle the genius of the modern world. I do not 
know who was first responsible for this analogy of the mind to 
a dead instrument. For aught I know, it may have been one 
of the seven wise men of Greece, or a committee of the whole 
lot of them. Whoever was the originator, there can be no 
doubt of the authority which it has acquired by the continu- 
ous approval bestowed upon it by eminent persons. But what- 
ever its weight of authority, whatever the high approval which 
it can quote, I have no hesitation in denouncing it as one of 
the most fatal, erroneous, and dangerous conceptions ever 
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introduced into the theory of education. The mind is never 
passive; it is a perpetual activity, delicate, receptive, responsive 
to stimulus. You cannot postpone its life until you have 
sharpened it. Whatever interest attaches to your subject-mat- 
ter must be evoked here and now; whatever powers you are 
strengthening in the pupil, must be exercised here and now; 
whatever possibilities of mental life your teaching should im- 
part, must be exhibited here and now. That is the golden rule 
of education, and a very difficult rule to follow. 

The difficulty is just this: the apprehension of general 
ideas, intellectual habits of mind, and pleasurable interest in 
mental achievement can be evoked by no form of words, how- 
ever accurately adjusted. All practical teachers know that edu- 
cation is a patient process of the mastery of details, minute by 
minute, hour by hour, day by day. There is no royal road to 
learning through an airy path of brilliant generalisations. 
There is a proverb about the difficulty of seeing the wood be- 
cause of the trees. That difficulty is exactly the point which I 
am enforcing. The problem of education is to make the 
pupil see the wood by means of the trees. 

The solution which I am urging, is to eradicate the fatal 
disconnection of subjects which kills the vitality of our mod- 
ern curriculum. There is only one subject-matter for educa- 
tion, and that is Life in all its manifestations. Instead of this 
single unity, we offer children—Algebra, from which noth- 
ing follows; Geometry, from which nothing follows; Science, 
from which nothing follows; History, from which nothing 
follows; a Couple of Languages, never mastered; and lastly, 
most dreary of all, Literature, represented by plays of Shake- 
speare, with philological notes and short analyses of plot and 
character to be in substance committed to memory. Can such 
a list be said to represent Life, as it is known in the midst of 
the living of it? The best that can be said of it is, that it is 
a rapid table of contents which a deity might run over in his 
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mind while he was thinking of creating a world, and had not 
yet determined how to put it together. 

Let us now return to quadratic equations. We still have 
on hand the unanswered question. Why should children be 
taught their solution? Unless quadratic equations fit into a 
connected curriculum, of course there is no reason to teach 
anything about them. Furthermore, extensive as should be 
the place of mathematics in a complete culture, I am a little 
doubtful whether for many types of boys algebraic solutions 
of quadratic equations do not lie on the specialist side of 
mathematics. I may here remind you that as yet I have not 
said anything of the psychology or the content of the special- 
ism, which is so necessary a part of an ideal education. But 
all that is an evasion of our real question, and I merely state 
it in order to avoid being misunderstood in my answer. 

Quadratic equations are part of algebra, and algebra is 
the intellectual instrument which has been created for ren- 
dering clear the quantitative aspects of the world. There is 
no getting out of it. Through and through the world is in- 
fected with quantity. To talk sense, is to talk in quantities. 
It is no use saying that the nation is large,—How large? It is 
no use saying that radium is scarce,—How scarce? You can- 
not evade quantity. You may fly to poetry and to music, and 
quantity and number will face you in your rhythms and your 
octaves. Elegant intellects which despise the theory of quan: 
tity, are but half developed. They are more to be pitied than 
blamed. The scraps of gibberish, which in their school-days 
were taught to them in the name of algebra, deserve some 
contempt. 

_ This question of the degeneration of algebra into gib- 
berish, both in word and in fact, affords a pathetic instance 
of the uselessness of reforming educational schedules without 
a clear conception of the attributes which you wish to evoke 
in the living minds of the children. A few years ago there was 
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an outcry that school algebra was in need of reform, but 
there was a general agreement that graphs would put every- 
thing right. So all sorts of things were extruded, and graphs 
were introduced. So far as I can see, with no sort of idea be- 
hind them, but just graphs. Now every examination paper 
has one or two questions on graphs. Personally, I am an en- 
thusiastic adherent of graphs. But I wonder whether as yet 
we have gained very much. You cannot put life into any 
schedule of general education unless you succeed in exhibit- 
ing its relation to some essential characteristic of all intelli- 
gent or emotional perception. It is a hard saying, but it is 
true; and I do not see how to make it any easier. In making 
these little formal alterations you are beaten by the very 
nature of things. You are pitted against too skilful an adver- 
sary, who will see to it that the pea is always under the other 
thimble. 

Reformation must begin at the other end. First, you 
must make up your mind as to those quantitative aspects of 
the world which are simple enough to be introduced into 
general education; then a schedule of algebra should be 
framed which will about find its exemplification in these ap- 
plications. We need not fear for our pet graphs, they will be 
there in plenty when we once begin to treat algebra as a seri- 
ous means of studying the world. Some of the simplest appli- 
tations will be found in the quantities which occur in the 
simplest study of society. The curves of history are more vivid 
and more informing than the dry catalogues of names and 
dates which comprise the greater part of that arid school 
study. What purpose is effected by a catalogue of undistin- 
guished kings and queens? Tom, Dick, or Harry, they are all 
dead. General resurrections are failures, and are better post- 
poned. The quantitative flux of the forces of modern society 
is capable of very simple exhibition. Meanwhile, the ideas 
of the variable, of the function, of rate of change, of equations 
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and their solution, of elimination, are being studied as an ab- 
stract science for their own sake. Not, of course, in the pomp- 
ous phrases with which I am ‘alluding to them, here, but with 
that iteration of simple special cases proper to teaching. 

If this course be followed, the route from Chaucer to the 
Black Death, from the Black Death to modern Labour trou- 
bles, will connect the tales of the medieval pilgrims with the 
abstract science of algebra, both yielding diverse aspects of 
that single theme, Life. I know what most of you are think- 
ing at this point. It is that the exact course which I have 
sketched out is not the particular one which you would have 
chosen, or even see how to work. I quite agree. I am not claim- 
ing that I could do it myself. But your objection is the precise 
reason why a common external examination system is fatal to 
education. The process of exhibiting the applications of 
knowledge must, for its success, essentially depend on the 
character of the pupils and the genius of the teacher. Of 
course I have left out the easiest applications with which most 
of us are more at home. I mean the quantitative sides of 
sciences, such as mechanics and physics. 

Again, in the same connection we plot the statistics of 
social phenomena against the time. We then eliminate the 
time between suitable pairs. We can speculate how far we 
have exhibited a real causal connection, or how far a mere 
temporal coincidence. We notice that we might have plotted 
against the time one set of statistics for one country and 
another set for another country, and thus, with suitable choice 
of subjects, have obtained graphs which certainly exhibited 
mere coincidence. Also other graphs exhibit obvious causal 
connections. We wonder how to discriminate. And so are 
drawn, on as far as we will. 

But in considering this description, I must beg you to 
temember what I have been insisting on above. In the first 
place, one train of thought will not suit all groups of children. 
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For example, I should expect that artisan children will want 
something more concrete and, in a sense, swifter than I have 
set down here. Perhaps I am wrong, but that is what I should 
guess. In the second place, I am not contemplating one beau- 
tiful lecture stimulating, once and for all, an admiring class. 
That is not the way in which education proceeds. No; all the 
time the pupils are hard at work solving examples, drawing 
graphs, and making experiments, until they have a thorough 
hold on the whole subject. I am describing the interspersed 
explanations, the directions which should be given to their 
thoughts. The pupils have got to be made to feel that they 
are studying something, and are not merely executing intel- 
lectual minuets. 

Finally, if you are teaching pupils for some general exami- 
nation, the problem of sound teaching is greatly complicated. 
Have you ever noticed the zig-zag moulding round a Norman 
arch? The ancient work is beautiful, the modern work is 
hideous. The reason is, that the modern work is done to exact 
measure, the ancient work is varied according to the idiosyn- 
crasy of the workman. Here it is crowded, and there it is ex- 
panded. Now the essence of getting pupils through examina- 
tions is to give equal weight to all parts of the schedule. But 
mankind is naturally specialist. One man sees a whole subject, 
where another can find only a few detached examples. I know 
that it seems contradictory to allow for specialism in a cur- 
riculum especially designed for a broad culture. Without con- 
tradictions the world would be simpler, and perhaps duller. 
But I am certain that in education wherever you exclude 
specialism you destroy life. 

We now come to the other great branch of a general 
mathematical education, namely Geometry. The same prin- 
ciples apply. The theoretical part should be clear-cut, rigid, 
short, and important. Every proposition not absolutely neces- 
sary to exhibit the main connection of ideas should be cut 
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out, but the great fundamental ideas should be all there. No 
omission of concepts, such as those of Similarity and Propor- 
tion. We must remember that, owing to the aid rendered by 
the visual presence of a figure, Geometry is a field of un- 
equalled excellence for the exercise of the deductive faculties 
of reasoning. Then, of course, there follows Geometrical 
Drawing, with its training for the hand and eye. 

But, like Algebra, Geometry and Geometrical Drawing 
must be extended beyond the mere circle of geometrical ideas. 
In an industrial neighbourhood, machinery and workshop 
practice form the appropriate extension. For example, in the 
London Polytechnics this has been achieved with conspicuous 
success. For many secondary schools I suggest that surveying 
and maps are the natural applications. In particular, plane- 
table surveying should lead pupils to a vivid apprehension of 
the immediate application of geometric truths. Simple draw- 
ing apparatus, a surveyor’s chain, and a surveyor’s compass, 
should enable the pupils to rise from the survey and mensura- 
tion of a field to the construction of the map of a small dis- 
trict. The best education is to be found in gaining the utmost 
information from the simplest apparatus. The provision of 
elaborate instruments is greatly to be deprecated. To have 
constructed the map of a small district, to have considered its 
toads, its contours, its geology, its climate, its relation to other 
districts, the effects on the status of its inhabitants, will teact 
more history and geography than any knowledge of Perkin 
Warbeck or of Behren's Straits. I mean not a nebulous lec- 
ture on the subject, but a serious investigation in which the 
teal facts are definitely ascertained by the aid of accurate theo- 
retical knowledge. A typical mathematical problem should 
be: Survey such and such a field, draw a plan of it to such 
and such a scale, and find the area. It would be quite a good 
procedure to impart the necessary geometrical propositions 
without their proofs. Then, concurrently in the same term, 
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the proofs of the propositions would be learnt while the sur- 
vey was being made. 

Fortunately, the specialist side of education presents an 
easier problem than does the provision of a general culture. 
For this there are many reasons. One is that many of the prin- 
ciples of procedure to be observed are the same in both cases, 
and it is unnecessary to recapitulate. Another reason is that 
specialist training takes place—or should take place—at a 
more advanced stage of the pupil’s course, and thus there is 
easier material to work upon. But undoubtedly the chief rea- 
son is that the specialist study is normally a study of peculiar 
interest to the student. He is studying it because, for some 
reason, he wants to know it. This makes all the difference. The 
general culture is designed to foster an activity of mind; the 
specialist course utilises this activity. But it does not do to 
lay too much stress on these neat antitheses. As we have al- 
ready seen, in the general course foci of special interest will 
arise; and similarly in the special study, the external connec- 
tions of the subject drag thought outwards. 

Again, there is not one course of study which merely gives 
general culture, and another which gives special knowledge. 
The subjects pursued for the sake of a general education are 
special subjects specially studied; and, on the other hand, one 
of the ways of encouraging general mental activity is to foster 
*u special devotion. You may not divide the seamless coat of 
learning. What education has to impart is an intimate sense 
for the power of ideas, for the beauty of ideas, and for the 
structure of ideas, together with a particular body of knowl- 
edge which has peculiar reference to the life of the being pos- 
sessing it. 

The appreciation of the structure of ideas is that side of 
a cultured mind which can only grow under the influence of 
a special study. I mean that eye for the whole chessboard, for 
the bearing of one set of ideas on another. Nothing but a 
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special study can give any appreciation for the exact formula- 
tion of general ideas, for their relations when formulated, for 
their service in the comprehension of life. A mind so disci- 
plined should be both more abstract and more concrete, It has 
been trained in the comprehension of abstract thought and in 
the analysis of facts. 

Finally, there should grow the most austere of all mental 
qualities; I mean the sense for style. It is an esthetic sense, 
based on admiration for the direct attainment of a forescen 
end, simply and without waste. Style in art, style in literature, 
style in science, style in logic, style in practical execution have 
fundamentally the same aesthetic qualities, namely, attain- 
ment and restraint. The love of a subject in itself and for itself, 
where it is not the sleepy pleasure of pacing a mental quarter- 
deck, is the love of style as manifested in that study. 

Here we are brought back to the position from which we 
started, the utility of education. Style, in its finest sense, is the 
last acquirement of the educated mind; it is also the most 
useful. It pervades the whole being. The administrator with a 
sense for style hates waste; the engineer with a sense for style 
economises his material; the artisan with a sense for style 
prefers good work. Style is the ultimate morality of mind. 

But above style, and above knowledge, there is something, 
a vague shape like fate above the Greek gods. That something 
is Power. Style is the fashioning of power, the restraining of 
power. But, after all, the power of attainment of the desired 
end is fundamental. The first thing is to get there. Do not 
bother about your style, but solve your problem, justify the 
ways of God to man, administer your province, or do what- 
ever else is set before you. 

Where, then, does style help? In this, with style the end 
is attained without side issues, without raising undesirable in- 
flammations. With style you attain your end and nothing but 
your end. With style the effect of your activity is calculable, 
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and foresight is the last gift of gods to men. With style your 
power is increased, for your mind is not distracted with ir- 
relevancies, and you are more likely to attain your object. Now 
style is the exclusive privilege of the expert. Whoever heard of 
the style of an amateur painter, of the style of an amateur 
poet? Style is always the product of specialist study, the 
peculiar contribution of specialism to culture. 

English education in its present phase suffers from a 
lack of definite aim, and from an external machinery which 
kills its vitality. Hitherto in this address I have been consider- 
ing the aims which should govern education. In this respect 
England halts between two opinions. It has not decided 
whether to produce amateurs or experts. The profound change 
in the world which the nineteenth century has produced is 
that the growth of knowledge has given foresight. The ama- 
teur is essentially a man with appreciation and with immense 
versatility in mastering a given routine. But he lacks the fore- 
sight which comes from special knowledge. The object of this 
address is to suggest how to produce the expert without loss of 
the essential virtues of the amateur. The machinery of our 
secondary education is rigid where it should be yielding, and 
lax where it should be rigid. Every school is bound on pain of 
extinction to train its boys for a small set of definite examina- 
tions. No headmaster has a free hand to develop his general 
education or his specialist studies in accordance with the op- 
portunities of his school, which are created by its staff, its en- 
vironment, its class of boys, and its endowments. I suggest 
that no system of external tests which aims primarily at ex- 
amining individual scholars can result in anything but educa- 
tional waste. 

Primarily it is the schools and not the scholars which 
should be inspected. Each school should grant its own leaving 
certificates, based on its own curriculum. The standards of 
these schools should be sampled and corrected. But the first 
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requisite for educational reform is the school as a unit, with 
its approved curriculum based on its own needs, and evolved 
by its own staff. If we fail to secure that, we simply fall from 
one formalism into another, from one dung-hill of inert 
ideas into another. 

In stating that the school is the true educational unit in 
any national system for the safeguarding of efficiency, I have 
conceived the alternative system as being the external exam- 
ination of the individual scholar. But every Scylla is faced by 
its Charybdis—or, in more homely language, there is a ditch 
on both sides of the road. It will be equally fatal to education 
if we fall into the hands of a supervising department which is 
under the impression that it can divide all schools into two or 
three rigid categories, each type being forced to adopt a rigid 
curriculum. When I say that the school is the educational 
unit, I mean exactly what I say, no larger unit, no smaller 
unit. Each school must have the claim to be considered in 
relation to its special circumstances. The classifying of schools 
for some purposes is necessary. But no absolutely rigid cur- 
ticulum, not modified by its own staff, should be permissible. 
Exactly the same principles apply, with the proper modifica- 
tions, to universities and to technical colleges. 

When one considers in its length and in its breadth the 
importance of this question of the education of a nation’s 
young, the broken lives, the defeated hopes, the national 
failures, which result from the frivolous inertia with which it 
is treated, it is difficult to restrain within oneself a savage 
tage. In the conditions of modern life the rule is absolute, the 
tace which does not value trained intelligence is doomed. Not 
all your heroism, not all your social charm, not all your wit, 
not all your victories on land or at sea, can move back the 
finger of fate. To-day we maintain ourselves. To-morrow sci- 
ence will have moved forward yet one more step, and there 
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will be no appeal from the judgment which will then be pro- 
nounced on the uneducated. 

We can be content with no less than the old summary of 
educational ideal which has been current at any time from 
the dawn of our civilisation. The essence of education is that 
it be religious. 

Pray, what is religious education? 

A religious education is an education which inculcates 
duty and reverence. Duty arises from our potential control 
over the course of events. Where attainable knowledge could 
have changed the issue, ignorance has the guilt of vice. And the 
foundation of reverence is this perception, that the present 
holds within itself the complete sum of existence, backwards 
and forwards, that whole amplitude of time, which is eternity. 


— Presidential address to the Mathematical Association of England, 1916. 
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CHAPTER 13 


The (Rhythm of Education’ 


ALFRED NORTH WHITEHEAD 


By the Rhythm of Education I denote a certain principle 
which in its practical application is well known to everyone 
with educational experience. Accordingly, when I remember 
that I am speaking to an audience of some of the leading edu- 
cationalists in England, I have no expectation that I shall be 
saying anything that is new to you. I do think, however, that 
the principle has not been subjected to an adequate discus- 


* Alfred N. Whitehead, The Aims of Education and Other Essays. New 


York: New American Library, 1949, pp. 27-49. Copyright 1929 by The Mac- 
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sion taking account of all the factors which should guide its 
application. 

I first seek for the baldest statement of what I mean by 
the Rhythm of Education, a statement so bald as to exhibit 
the point of this address in its utter obviousness, The principle 
is merely this—that different subjects and modes of study: 
should be undertaken by pupils at fitting times when they 
have reached the proper stage of mental development. You 
will agree with me that this is a truism, never doubted and 
known to all. I am really anxious to emphasize the obvious 
character of the foundational idea of my address; for one 
reason, because this audience will certainly find it out for 
itself. But the other reason, the reason why I choose this sub- 
ject for discourse, is that I do not think that this obvious truth 
has been handled in educational practice with due attention to 
the psychology of the pupils. 


The Tasks of Infancy 


I commence by challenging the adequacy of some prin- 
ciples by which the subjects for study are often classified in 
order. By this I mean that these principles can only be ac- 
cepted as correct if they are so explained as to be explained 
away. Consider first the criterion of difficulty. It is not true 
that the easier subjects should precede the harder. On the 
contrary, some of the hardest must come first because nature 
so dictates, and because they are essential to life. The first 
intellectual task which confronts an infant is the acquirement 
of spoken language. What an appalling task, the correlation. 
of meanings with sounds! It requires an analysis of ideas and 
an analysis of sounds. We all know that the infant does it, 
and that the miracle of his achievement is explicable. But so 
are all miracles, and yet to the wise they remain miracles. All I 
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ask is that with this example staring us in the face we should 
cease talking nonsense about postponing the harder subjects. 

What is the next subject in the education of the infant 
minds? The acquirement of written language; that is to say, 
the correlation of sounds with shapes. Great heavens! Have 
our educationists gone mad? They are setting babbling mites 
of six years old to tasks which might daunt a sage after life- 
long toil. Again, the hardest task in mathematics is the study 
of the elements of algebra, and yet this stage must precede 
the comparative simplicity of the differential calculus. 

I will not elaborate my point further; I merely restate 
it in the form, that the postponement of difficulty is no safe 
clue for the maze of educational practice. 

The alternative principle of order among subjects is that 
of necessary antecedence. There we are obviously on firmer 
ground. It is impossible to read Hamlet until you can read; 
and the study of integers must precede the study of fractions. 
And yet even this firm principle dissolves under scrutiny. It is 
certainly true, but it is only true if you give an artificial limita- 
tion to the concept of a subject for study. The danger of the 
principle is that it is accepted in one sense, for which it is 
almost a necessary truth, and that it is applied in another 
sense for which it is false. You cannot read Homer before 
you can read; but many a child, and in ages past many a man, 
has sailed with Odysseus over the seas of Romance by the 
help of the spoken word of a mother, or of some wandering 
bard. The uncritical application of the principle of the neces- 
sary antecedence of some subjects to others has, in the hands 
of dull people with a turn for organisation, produced in edu- 
cation the dryness of the Sahara. 
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Stages of Mental Growth 


The reason for the title which I have chosen for this ad- 
dress, the Rhythm of Education, is derived from yet another 
criticism of current ideas. The pupil’s progress is often con- 
ceived as a uniform steady advance undifferentiated by change 
of type or alteration in pace; for example, a boy may be con- 
ceived as starting Latin at ten years of age and by a uniform 
progression steadily developing into a classical scholar at the 
age of eighteen or twenty. I hold that this conception of edu- 
cation is based upon a false psychology of the process of men- 
tal development which has gravely hindered the effectiveness 
of our methods. Life is essentially periodic. It comprises 
daily periods, with their alternations of work and play, of 
activity and of sleep, and seasonal periods, which dictate our 
terms and our holidays; and also it is composed of well- 
marked yearly periods. These are the gross obvious periods 
which no one can overlook. There are also subtler periods of 
mental growth, with their cyclic recurrences, yet always differ- 
ent as we pass from cycle to cycle, though the subordinate 
stages are reproduced in each cycle. That is why I have chosen 
the term “rhythmic,” as meaning essentially the conveyance 
of difference within a framework of repetition. Lack of at- 
tention to the rhythm and character of mental growth is a 
main source of wooden futility in education. I think that 
Hegel was right when he analysed progress into three stages, 
which he called Thesis, Antithesis, and Synthesis; though for 
the purpose of the application of his idea to educational 
theory I do not think that the names he gave are very happily 
suggestive. In relation to intellectual progress I would term 
them, the stage of romance, the stage of precision, and the 
stage of generalisation. 
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The Stage of Romance 


The stage of romance is the stage of first apprehension. 
The subject-matter has the vividness of novelty; it holds within 
itself unexplored connexions with possibilities half-disclosed 
by glimpses and half-concealed by the wealth of material. In 
this stage knowledge is not dominated by systematic proce- 
dure. Such system as there must be is created piecemeal ad 
hoc. We are in the presence of immediate cognisance of fact, 
only intermittently subjecting fact to systematic dissection, 
Romantic emotion is essentially the excitement consequent 
on the transition from the bare facts to the first realisations 
of the import of their unexplored relationships. For example, 
Crusoe was a mere man, the sand was mere sand, the footprint 
was a mere footprint, and the island a mere island, and Europe 
was the busy world of men. But the sudden perception of the 
half-disclosed and half-hidden possibilities relating Crusoe 
and the sand and the footprint and the lonely island secluded 
from Europe constitutes romance. I have had to take an ex- 
treme case for illustration in order to make my meaning 
perfectly plain. But construe it as an allegory representing the 
first stage in a cycle of progress. Education must essentially 
be a setting in order of a ferment already stirring in the mind: 
you cannot educate mind in vacuo. In our conception of edu- 
cation we tend to confine it to the second stage of the cycle; 
namely, to the stage of precision. But we cannot so limit our 
task without misconceiving the whole problem. We are con- 
cerned alike with the ferment, with the acquirement of pre- 
cision, and with the subsequent fruition. 
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The Stage of Precision 


The stage of precision also represents an addition to 
knowledge. In this stage, width of relationship is subordi- 
nated to exactness of formulation. It is the stage of grammar, 
the grammar of language and the grammar of science. It 
proceeds by forcing on the students’ acceptance a given way 
of analysing the facts, bit by bit. New facts are added, but 
they are the facts which fit into the analysis. 

It is evident that a stage of precision is barren without a 
previous stage of romance: unless there are facts which have 
already been vaguely apprehended in their broad generality, 
the previous analysis is an analysis of nothing. It is simply a 
series of meaningless statements about bare facts, produced 
artificially and without any further relevance. I repeat that 
in this stage we do not merely remain within the circle of the 
facts elicited in the romantic epoch. The facts of romance 
have disclosed ideas with possibilities of wide significance, 
and in the stage of precise progress we acquire other facts in 
a systematic order, which thereby form both a disclosure and 
an analysis of the general subject-matter of the romance. 


* The Stage of Generalisation 


The final stage of generalisation is Hegel's synthesis. It is 
a return to romanticism with added advantage of classified 
ideas and relevant technique. It is the fruition which has been 
the goal of the precise training. It is the final success. I am 
afraid that I have had to give a dry analysis of somewhat 
obvious ideas. It has been necessary to do so because my sub- 
sequent remarks presuppose that we have clearly in our minds 
the essential character of this three-fold cycle. 
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The Cyclic Processes 


Education should consist in a continual repetition of 
such cycles. Each lesson in its minor way should form an eddy 
cycle issuing in its own subordinate process. Longer periods 
should issue in definite attainments, which then form the 
starting-grounds for fresh cycles. We should banish the idea of 
a mythical, far-off end of education. The pupils must be con- 
tinually enjoying some fruition and starting afresh—if the 
teacher is stimulating in exact proportion to his success in 
satisfying the rhythmic cravings of his pupils. 

An infant's first romance is its awakening to the appre- 
hension of objects and to the appreciation of their connexions. 
Its growth in mentality takes the exterior form of occupying 
itself in the co-ordination of its perceptions with its bodily 
activities. Its first stage of precision is mastering spoken lan- 
guage as an instrument for classifying its contemplation of ob- 
jects and for strengthening its apprehension of emotional re- 
lations with other beings. Its first stage of generalisation is the 
use of language for a classified and enlarged enjoyment of ob- 
jects. 

This first cycle of intellectual progress from the achieve- 
ment of perception to the acquirement of language, and from 
the acquirement of language to classified thought and keener 
perception, will bear more careful study. It is the only cycle 
of progress which we can observe in its purely natural state. 
The later cycles are necessarily tinged by the procedure of the 
current mode of education. There is a characteristic of it which 
is often sadly lacking in subsequent education; I mean, that it 
achieves complete success. At the end of it the child can 
speak, its ideas are classified, and its perceptions are sharpened. 
The cycle achieves its object. This is a great deal more than 
can be said for most systems of education as applied to most 
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pupils. But why should this be so? Certainly, a new-born baby 
looks a most unpromising subject for intellectual progress 
when we remember the difficulty of the task before it. I sup- 
pose it is because nature, in the form of surrounding circum- 
stances, sets it a task for which the normal development of its 
brain is exactly fitted. I do not think that there is any particu- 
lar mystery about the fact of a child learning to speak and 
in consequence thinking all the better; but it does offer food 
for reflection. 

In the subsequent education we have not sought for 
cyclic processes which in a finite time run their course and 
within their own limited sphere achieve a complete success. 
This completion is one outstanding character in the natural 
cycle for infants. Later on we start a child on some subject, 
say Latin, at the age of ten, and hope by a uniform system of 
formal training to achieve success at the age of twenty. The 
natural result is failure, both in interest and in acquirement. 
When I speak of failure, I am comparing our results with the 
brilliant success of the first natural cycle. I do not think that 
it is because our tasks are intrinsically too hard, when I re- 
member that the infant’s cycle is the hardest of all. It is be- 
cause our tasks are set in an unnatural way, without rhythm 
and without the stimulus of intermediate successes and with- 
out concentration. 

* I have not yet spoken of this character of concentration 
which so conspicuously attaches to the infant’s progress. The 
whole being of the infant is absorbed in the practice of its 
cycle. It has nothing else to divert its mental development. 
In this respect there is a striking difference between this 
natural cycle and the subsequent history of the student’s de- 
velopment. It is perfectly obvious that life is very various and 
that the mind and brain naturally develop so as to adapt 
themselves to the many-hued world in which their lot is cast. 
Still, after making allowance for this consideration, we will be 
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wise to preserve some measure of concentration for each of 
the subsequent cycles. In particular, we should avoid a compe- 
tition of diverse subjects in the same stage of their cycles. The 
fault of the older education was unrhythmic concentration on 
a single undifferentiated subject. Our modern system, with its 
insistence on a preliminary general education, and with its 
easy toleration of the analysis of knowledge into distinct sub- 
jects, is an equally unrhythmic collection of distracting scraps. 
I am pleading that we shall endeavour to weave in the 
learner’s mind a harmony of patterns, by co-ordinating the 
various elements of instruction into subordinate cycles each 
of intrinsic worth for the immediate apprehension of the 
pupil. We must garner our crops each in its due season. 


The Romance of Adolescence 


We will now pass to some concrete applications of the 
ideas which have been developed in the former part of my 
address. 

The first cycle of infancy is succeeded by the cycle of 
adolescence, which opens with by far the greatest stage of 
romance which we ever experience. It is in this stage that the 
lines of character are graven. How the child emerges from the 
romantic stage of adolescence is how the subsequent life will 
be moulded by ideals and coloured by imagination. It rapidly 
follows on the generalisation of capacity produced by the 
acquirement of spoken language and of reading. The stage of 
generalisation belonging to the infantile cycle is comparatively 
short because the romantic material of infancy is so scanty. 
The initial knowledge of the world in any developed sense of 
the word “knowledge” really commences after the achieve- 
ment of the first cycle, and thus issues in the tremendous age 
of romance. Ideas, facts, relationships, stories, histories, possi- 
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bilities, artistry in words, in sounds, in form and in colour, 
crowd into the child’s life, stir his feelings, excite his appre- 
ciation, and incite his impulses to kindred activities. It is a 
saddening thought that on this golden age there falls so often 
the shadow of the crammer. I am thinking of a period of 
about four years of the child’s life, roughly, in ordinary cases, 
falling between the age of eight and twelve or thirteen. It 
is the first great period of the utilisation of the native lan- 
guage, and of developed powers of observation and of manipu- 
lation. The infant cannot manipulate, the child can; the infant 
cannot observe, the child can; the infant cannot retain 
thoughts by the recollection of words, the child can. The child 
thus enters upon a new world. 

Of course, the stage of precision prolongs itself as recur- 
ring in minor cycles which form eddies in the great romance. 
The perfecting of writing, of spelling, of the elements of 
arithmetic, and of lists of simple facts, such as the Kings of 
England, are all elements of precision, very necessary both 
as training in concentration and as useful acquirements. How- 
ever, these are essentially fragmentary in character, whereas 
the great romance is the flood which bears on the child to- 
wards the life of the spirit. 

The success of the Montessori system is due to its recog- 
nition of the dominance of romance at this period of growth. 
Ff this be the explanation, it also points to the limitations in 
the usefulness of that method. It is the system which in 
some measure is essential for every romantic stage. Its essence 
is browsing and the encouragement of vivid freshness. But it 
lacks the restraint which is necessary for the great stages of 
precision. 
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The Mastery of Language 


As he nears the end of the great romance the cyclic course 
of growth is swinging the child over towards an aptitude for 
exact knowledge. Language is now the natural subject-matter 
for concentrated attack. It is the mode of expression with 
which he is thoroughly familiar. He is acquainted with stories, 
histories, and poems illustrating the lives of other people and 
of other civilisations. Accordingly, from the age of eleven on- 
wards there is wanted a gradually increasing concentration 
towards precise knowledge of language. Finally, the three 
years from twelve to fifteen should be dominated by a mass 
attack upon language, so planned that a definite result, in 
itself worth having, is thereby achieved. I should guess that 
within these limits of time, and given adequate concentration, 
we might ask that at the end of that period the children 
should have command of English, should be able to read 
fluently fairly simple French, and should have completed the 
elementary stage of Latin; I mean, a precise knowledge of the 
more straightforward parts of Latin grammar, the knowledge 
of the construction of Latin sentences, and the reading of 
some parts of appropriate Latin authors, perhaps simplified 
and largely supplemented by the aid of the best literary trans- 
lations so that their reading of the original, plus translations 
gives them a grip of the book as a literary whole. I conceive 
that such a measure of attainment in these three languages is 
well within the reach of the ordinary child, provided that he 
has not been distracted by the effort at precision in a multi- 
plicity of other subjects. Also some more gifted children could 
go further. The Latin would come to them easily, so that it 
would be possible to start Greek before the end of the period, 
always provided that their bent is literary and that they mean 
later to pursue that study at least for some years. Other sub- 
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jects will occupy a subordinate place in the time-table and 
will be undertaken in a different spirit. In the first place, it 
must be remembered that the semi-literary subjects, such as 
history, will largely have been provided in the study of the 
languages. It will be hardly possible to read some English, 
French, and Latin literature without imparting some knowl- 
edge of European history. I do not mean that all special his- 
tory teaching should be abandoned. I do, however, suggest 
that the subject should be exhibited in what I have termed 
the romantic spirit, and that the pupils should not be sub- 
jected to the test of precise recollection of details on any large 
systematic scale. 

At this period of growth science should be in its stage of 
romance. The pupils should see for themselves, and experi- 
ment for themselves, with only fragmentary precision of 
thought. The essence of the importance of science, both for 
interest in theory or for technological purposes, lies in its ap- 
plication to concrete detail, and every such application evokes 
a novel problem for research. Accordingly, all training in sci- 
ence should begin as well as end in research, and in getting 
hold of the subject-matter as it occurs in nature. The exact 
form of guidance suitable to this age and the exact limitations 
of experiment are matters depending on experiments. But I 
plead that this period is the true age for the romance of science. 


o 


Concentration on Science 


Towards the age of fifteen the age of precision in lan- 
guage and of romance in science draws to its close, to be suc- 
ceeded by a period of generalisation in language and of preci- 
sion in science. This should be a short period, but one of 
vital importance. I am thinking of about one year’s work, and 
I suggest that it would be well decisively to alter the balance 
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of the preceding curriculum. There should be a concentration 
on science and a decided diminution of the linguistic work. 
A year’s work on science, coming on the top of the previous 
romantic study, should make everyone understand the main 
principles, which govern the development of mechanics, phys- 
ics, chemistry, algebra and geometry. Understand that they 
are not beginning these subjects, but they are putting together 
a previous discursive study by an exact formulation of their 
main ideas. For example, take algebra and geometry, which 
I single out as being subjects with which I have some slight 
familiarity. In the previous three years there has been work on 
the applications of the simplest algebraic formule and geo- 
metrical propositions to problems of surveying, or of some 
other scientific work involving calculations. In this way arith- 
metic has been carefully strengthened by the insistence on 
definite numerical results, and familiarity with the ideas of 
literal formula and of geometrical properties has been gained; 
also some minor methods of manipulation have been incul- 
cated. There is thus no long time to be wasted in getting used 
to the ideas of the sciences. The pupils are ready for the small 
body of algebraic and geometrical truths which they ought to 
know thoroughly. Furthermore, in the previous period some 
boys will have shown an aptitude for mathematics and will 
have pushed on a little more, besides in the final year some- 
what emphasising their mathematics at the expense of some 
of the other subjects. I am simply taking mathematics as an 
illustration. 

Meanwhile, the cycle of language is in its stage of gen- 
eralisation. In this stage the precise study of grammar and 
composition is discontinued, and the language study is con- 
fined to reading the literature with emphasised attention to 
its ideas and to the general history in which it is embedded; 
also the time allotted to history will pass into the precise 
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study of a short definite period, chosen to illustrate exactly 
what does happen at an important epoch and also to show 
how to pass the simpler types of judgments on men and poli- 
cies. 

I have now sketched in outline the course of education 
from babyhood to about sixteen and a half, arranged with 
some attention to the rhythmic pulses of life. In some such 
way a general education is possible in which the pupil through- 
out has the advantage of concentration and of freshness. Thus 
precision will always illustrate subject-matter already appre- 
hended and crying out for drastic treatment. Every pupil will 
have concentrated in turn on a variety of different subjects, 
and will know where his strong points lie. Finally—and this 
of all the objects to be attained is the most dear to my heart 
—the science students will have obtained both an invaluable 
literary education and also at the most impressionable age an 
early initiation into habits of thinking for themselves in the 
region of science. 

After the age of sixteen new problems arise. For literary 
students science passes into the stage of generalisation, largely 
in the form of lectures on its main results and general ideas. 
New cycles of linguistic, literary, and historical study com- 
mence. But further detail is now unnecessary. For the scien- 
tists the preceding stage of precision maintains itself to the 
elose of the school period with an increasing apprehension of 
wider general ideas. A 

However, at this period of education the problem is too 
individual, or at least breaks up into too many cases, to be 
susceptible of broad general treatment. I do suggest, never- 
theless, that all scientists should now keep up their French, 
and initiate the study of German if they have not already 


acquired it. 
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University Education 


I should now like, if you will bear with me, to make some 
remarks respecting the import of these ideas for a University 
education. 

The whole period of growth from infancy to manhood 
forms one grand cycle. Its stage of romance stretches across 
the first dozen years of its life, its stage of precision com- 
prises the whole school period of secondary education, and 
its stage of generalisation is the period of entrance into man- 
hood. For those whose formal education is prolonged be- 
yond the school age, the University course or its equivalent is 
the great period of generalisation. The spirit of generalisation 
should dominate a University. The lectures should be ad- 
dressed to those to whom details and procedure are familiar; 
that is to say, familiar at least in the sense of being so congru- 
ous to pre-existing training as to be easily acquirable. During 
the school period the student has been mentally bending over 
his desk; at the University he should stand up and look around. 
For this reason it is fatal if the first year at the University be 
frittered away in going over the old work in the old spirit. At 
school the boy painfully rises from the particular towards 
glimpses at general ideas; at the University he should start 
from general ideas and study their applications to concrete 
cases. A well-planned University course is a study of the wide 
sweep of generality. I do not mean that it should be abstract 
in the sense of divorce from concrete fact, but that concrete 


should be studied as illustrating the scope of general 
ideas. 
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Cultivation of Mental Power 


This is the aspect of University training in which theo- 
retical interest and practical utility coincide. Whatever be the 
detail with which you cram your student, the chance of his 
meeting in after-life exactly that detail is almost infinitesimal; 
and if he does meet it, he will probably have forgotten what 
you taught him about it. The really useful training yields a 
comprehension of a few general principles with a thorough 
grounding in the way they apply to a variety of concrete de- 
tails. In subsequent practice the men will have forgotten 
your particular details; but they will remember by an uncon- 
scious common sense how to apply principles to immediate 
circumstances. Your learning is useless to you till you have 
lost your textbooks, burnt your lecture notes, and forgotten 
the minutia which you learnt by heart for the examination. 
What, in the way of detail, you continually require will stick 
in your memory as obvious facts like the sun and moon; and 
what you casually require can be looked up in any work of 
reference. The function of a University is to enable you to 
shed details in favour of principles. When I speak of principles 
I am hardly even thinking of verbal formulations. A principle 
which has thoroughly soaked into you is rather a mental habit 
than a formal statement. It becomes the way the mind reacts 
to the appropriate stimulus in the form of illustrative circum- 
stances. Nobody goes about with his knowledge clearly and 
consciously before him. Mental cultivation is nothing else 
than the satisfactory way in which the mind will function 
when it is poked up into activity. Learning is often spoken of 
as if we are watching the open pages of all the books which 
we have ever read, and then, when occasion arises, we select 
the right page to read aloud to the universe. 
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Luckily, the truth is far otherwise from this crude idea; 
and for this reason the antagonism between the claims of 
pure knowledge and professional acquirement should be 
much less acute than a faulty view of education would lead 
us to anticipate. I can put my point otherwise by saying that 
the ideal of a University is not so much knowledge, as power. 
Its business is to convert the knowledge of a boy into the 
power of a man. 


The Rhythmic Character of Growth 


I will conclude with two remarks which I wish to make 
by way of caution in the interpretation of my meaning. The 
point of this address is the rhythmic character of growth. 
The interior spiritual life of man is a web of many strands. 
They do not all grow together by uniform extension. I have 
tried to illustrate this truth by considering the normal unfold- 
ing of the capacities of a child in somewhat favourable cir- 
cumstances but otherwise with fair average capacities. Perhaps 
I have misconstrued the usual phenomena. It is very likely 
that I have so failed, for the evidence is complex and difficult. 
But do not let any failure in this respect prejudice the main 
point which I am here to enforce. It is that the development 
of mentality exhibits itself as a rhythm involving an inte 
weaving of cycles, the whole process being dominated by a 
greater cycle of the same general character as its minor eddies. 
Furthermore, this rhythm exhibits certain ascertainable gen- 
eral laws which are valid for most pupils, and the quality of 
Our teaching should be so adapted as to suit the stage in the 
thythm to which our pupils have advanced. The problem of 
a curriculum is not so much the succession of subjects; for 
all subjects should in essence be begun with the dawn of 
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mentality. The truly important order is the order of quality 
which the educational procedure should assume. 

My second caution is to ask you not to exaggerate into 
sharpness the distinction between the three stages of a cycle. 
I strongly suspect that many of you, when you heard me de- 
tail the three stages in each cycle, said to yourselves—How 
like a mathematician to make such formal divisions! I as- 
sure you that it is not mathematics but literary incompetence 
that may have led me into the error against which I am warn- 
ing you. Of course, I mean throughout a distinction of empha- 
sis, of pervasive quality—romance, precision, generalisation, 
are all present throughout. But there is an alternation of domi- 
nance, and it is this alternation which constitutes the cycles. 


—Address to the Training College Association of London, 1922. 
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New Problems and Old 
Solutions® 


HARRY S. BROUDY 


Harry Samuel Broudy (July 27, 1905—) was born in 
Filipowa, Poland, but he received his higher education if 
American institutions. He earned the A.B. at Boston Uni- 
yersity in 1929, and the M.A. (1933) and Ph.D. (1935) at 
Harvard. He began his professional career in 1935 as an as- 
sistant in Philosophy at Harvard. The next year he served as a 


* Harry S. Broudy, “New Problems and Old Solutions,” Studies in Con- 
temporary Educational Thought, Vol. 40, No. 11. Bulletin of Information, 
The Kansas State Teachers College of Emporia, November, 196o, pp. 9-24. 
Used by permission of the author and publisher. This position is developed 
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supervisor in the Division University extension, Massachusetts 
State Department of Education. In 1937 he became director 
of graduate study for the Massachusetts State Teachers Col- 
leges. In 1938-39 he was in charge of tabulation and interpre- 
tation of the Rural School Survey in Massachusetts. 

Professor Broudy was appointed professor of Philosophy 
and Education at Massachusetts State Teachers College, 
North Adams, in 1937. Two years later he took a similar posi- 
tion in the Massachusetts State Teachers College, Framing- 
ham, Since 1957 he has been professor of Education in the 
College of Education, University of Illinois. In addition, he 
was visiting lecturer at Boston University in 1951 and 1956, 
and taught during summers at New York University (1950), 
the University of Southern California (1949 and 1956), and 
the University of Florida (1955 and 1957). 

Professor Broudy’s best-known work is Building a Phi- 
losophy of Education. He co-authored Massachusetts Youth 
Study and Psychology for General Education, and has con- 
tributed articles to a number of journals in education and 
philosophy, one of which is included here. Professor Broudy 
calls himself a classical realist. 


» Is there any point to announcing that the world is un- 
dergoing rapid change and that the problems of the sons are 
not the problems of their fathers and that the solutions of 
the fathers cannot be the solutions for the sons? 

In our own country this fact of change has been made the 
theme of our most popular philosophy of education. So much 
so that for many educational workers to dub a proposition or 
a proposal as old-fashioned is equivalent to proving it false. 
Accordingly, for anyone to assert that the philosophy of Plato 
and Aristotle may still have something worthwhile to say to 
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educators is to invite doubt as to his sobriety, sanity, sincerity, 
or all three. 

Yet the Classical Realist, who can be fairly sure of his 
sobriety and quite sure of his sincerity, does assert this, If he 
is not insane, he does so because he believes that human na- 
ture has an invariant structure and that the truth about that 
structure is an invariant truth. This means that generically, 
for man as man, certain types of problems grow out of his 
nature and not out of his times and circumstances. Fiji 
Islanders and New Yorkers, in this generic sense, strive for 
the same satisfactions and are exposed to the same hazards, 
and if they achieve happiness or misery, it is for the same sort 
of reasons. 

Life is judged good to the degree that we recognize it as 
resulting from our own choice and striving; to the degree that 
it stretches our powers, and to the extent that it unifies us as 
persons. To achieve the good life every man has to make 
his peace with the world of nature by knowing the ways of 
things, with society by knowing the ways of men, and with 
himself by knowing what is true, good, and beautiful. Finally, 
he must know what is really important and commit his whole 
life to it. 

Classical Realism believes that one can meaningfully 
make statements of this sort about all men at all times, and 
that in this generic sense, they describe the problems of men, 
and point to the kind of education needed to solve them. 

What Classical Realism does not assert is that the in- 
dividual forms these generic problems assume are the same. 
"These issue from the times and circumstances and not from 
the nature of man as such. Both the South Sea Islander and 
the Eskimo strive for self-determination, but what an Eskimo 
seeks to achieve might be of little use to the South Sea 
Islander. And if this sounds odd, it may seem less so if we 
note that if the South Sea Islanders and Eskimos were to 
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study physics, it would be the same physics they would learn 
even though the applications for the Eskimo would not in- 
volve clearing the jungle nor would the South Sea Islander 
be concerned with the stresses and strains on igloos. 

Pragmatic and Experimentalist philosophies of educa- 
tion are fascinated by the great difference between the prob- 
lems of the Eskimo and South Sea Islander; the Classical Real- 
ist sees this difference as real enough but as intelligible only 
if understood as species or instances of generic similarities in 
the human lot. He therefore is concerned in general education 
with what South Sea Islander, Eskimo, and New Yorker need 
to learn as human beings and he leaves to special education 
what people need to learn to become efficient Eskimos, South 
Sea Islanders, or New Yorkers. 


Freedoms of Classical Liberalism 


If we face new problems, they are new because they 

grow out of conditions peculiar to our times, our culture, and 
our relations with other people who are likewise caught in 
their own peculiar predicaments. Can we understand these 
problems as instances of the generic problems of men, of the 
good life and its hazards? 
a I think we can say that our problem is still that of 
achieving self-determination, self-realization, and self-integra- 
tion, but we are called upon to achieve them in a social order 
dominated by large scale machine industry. These are not 
the conditions of agricultural America, or of small business 
America, or of pioneering-days America, or of small town 
America of the period between 1860 to 1925. 

The word “Self” in the three dimensions of the good 
life mentioned above is at least one-half of the problem; the 
nature of large scale machine industry is the other half. Self- 
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hood has to do with individuality; with human beings who 
regard themselves and would like to be regarded by others 
as the ultimate units of reality and meaning. Each human 
being perceives himself as the center of a universe from whom 
stream purposes and actions and into whom stream the ef- 
fects of the actions of men and the forces of nature. 

Each human being is, in the words of Immanuel Kant, 
a moral legislator because he can make decisions in terms of 
whether an action would be "right" and not merely in terms 
of whether it would be pleasant or expedient. Each human 
being is a potential creator of new visions of what the world 
might be, although only a minute fraction of them ever got 
beyond the state of sporadic dreaming. Each human being is 
a potential appreciator of beauty, goodness, and truth and a 
potential sufferer of pain, frustration, tragedy and evil. 

Because of these potentialities, it is the individual human 
being, the person, who stages the drama of life. Values may 
not originate entirely or even in great part within him, but 
they cannot be realized apart from him. 

In addition, Christianity, Judaism, and their numerous 
variants relate man to God by an individual relation. Sin, 
guilt, and salvation once the carly tribal forms of religion are 
transcended, are individual experiences and not collective 
ones. 

Modern democracy made the individual a political unit 
giving him a voice in community decisions. Modern science 
and technology provided the community with the means for 
increasing the potentialities of the individual a thousand fold, 
especially by relieving him from grinding toil, fear of poverty, 
and at least some diseases. 

Certainly up to very recent times, the notion of the 
human individual becoming more effective, more free, more 
cultivated, more humane, more dignified, and indeed even 
more noble, made sense. It made sense in the Western World 
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in general, but particularly in the United States, where op- 
portunity to grow was greatest and the resulting growth 
achieved a breath-taking rapidity. 

It made sense to talk of free men coming together to de- 
cide what they should do about their common concerns. It 
made sense to say that each man “made up his mind” about 
political problems and then voted as his conscience and knowl- 
edge dictated. 

It also made some sense to speak of men as economically 
free. To be sure, some of this was illusory, because what a 
man chose to do by way of earning a living, and how he 
prospered at it were never wholly within his control. Never- 
theless, there were genuine alternatives open to anyone will- 
ing to work hard, willing to take risks, and willing to pull up 
stakes and strike out in new directions. 

It made sense to talk about the human individual being 
morally free. Man perceived the arena of human action as 
peopled by heroes, villains, and innocent bystanders, He be- 
lieved that men were to be held responsible for what they 
did and blamed or praised according to their intentions and 
their success. If matters turned out well, he sought a hero to 
reward; if matters turned out otherwise, he grimly looked 
for a villain to punish, and whether the action was of a 
private individual or a public official made no difference. 

* To sum it up, the 19th century and perhaps the first few 
decades of the 20th century found us thinking in terms of 
what might be called Classical Liberalism. Men were thought 
of as free individuals working out their destiny in a society 
they agreed to form for the sake of their own individual 
welfare, For the average middle-class American boy—even up 
to the First World War—the plenitude of Horatio Alger 
books expressed simply but effectively this life-style and life 
ideal, Poor but honest; unschooled but intelligent; untrained 
but industrious; underdog but unafraid; given this combina- 
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tion of traits, fortune would more often than not elevate the 
hero into a successful middle-class career in the counting 
house or store of his grateful employer. 

It is perhaps a symptom of our times that the Horatio 
Alger hero would today be forbidden to escape the blessings 
of schooling, guidance, and vocational training. He would be 
regarded as a maladjusted truant and his widowed mother, 
instead of serving as a tragic inspiration, would be reduced to 
precisely that degree of poverty by mothers’ aid and welfare 
relief which would make both mother and son drably de- 
pressed rather than moderately heroic. Perhaps an even 
more important symptom of these times is that it is difficult 
to name any set of books that depicts a life-style so clearly 


recognizable and so widely accepted as was that of the Horatio 
Alger hero. 


Interdependence Vs. Freedom 


What has happened to this ideal of free individuals work- 
ing out their political, economic, and moral destiny in a 
democratic society? As an ideal it is still very much with us. 
To put more and more of man’s destiny into his own hands, 
to make institutions more and more democratic is still the 
dominant goal of the free world. f 
.. However, science and technology have begun to pay the 
rich dividends of mass production so that the average Ameri- 
can has more creature comforts than had the nobles of the 
Middle Ages and all this by working fewer and fewer hours 
per weck. The great dream of the Enlightenment, viz., that 
the rational powers of men could be used to pull them from 
the depths of misery, discase, and poverty were not dreams 
after all. 


"There was, however, a price for all this: on the surface a 
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small price, but a price, nevertheless. It was that men should 
specialize their efforts and then coordinate them. If the work 
of constructing a motor car could be subdivided into 1000 
operations with one man performing each, if the parts were 
made interchangeable, and if each part could be fitted into 
the whole at the right time, the cost of automobiles would 
come down to the point where even the workers could have 
one—at least. This had been impossible so long as an indi- 
vidual craftsman fashioned the component parts by hand and 
assembled them himself. 

This certainly seemed like a small price to pay for uni- 
versal automobile ownership. The worker performed an in- 
dispensable service, but he himself was no longer indis- 
pensable. To be sure, he could bargain with his employer 
through his union, but as a bargainer he himself amounted to 
virtually nothing. To be sure, he was well paid and the work 
was neither exhausting nor uncommonly dangerous, but he 
needed little skill to pérform it; what he needed more was 
patience to endure it. What came off the line was in a sense 
his, but not in a very significant sense. 

But let us extend this development of the Machine Age 
a bit further, To make automobiles by mass production one 
needs large and certain supplies of steel, glass, rubber, cloth, 
and many other items. The industries making these have to 
*coordinate their efforts so that the right materials and fabri- 
cated parts are at the assembly plant at the right time and in 
the right quantities. For this to happen there have to be 
elaborate transportation systems that use enormous amounts 
of power and operate over vast distances. This in turn means 
roads, rails, and landing fields. Automobiles, moreover, change 
the clothing, housing, and eating habits of people. For ex- 
ample, people no longer plan overnight: housing for visitors 
because the automobile can carry the visitors away as fast as it 
brings them in. 
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The upshot of the matter is an ever tightening inter- 
dependence. A network of relations has been woven into which 
every phase of our life has been enmeshed. For not only has 
the way we earn a living been caught up in the web, our 
moral, political, social, and even our aesthetic life have not 
escaped. 

Our moral life, for example, consists of making choices 
in accordance with what we think is the right thing to do. 
But the choice is meaningful only for a free man facing 
genuine alternatives. In the moral life, praise and blame are 
appropriate categories. We praise him who has done what he 
should, i.e., what is considered to be tight and blame him who 
has not. But in what sense can we blame a corporation or a 
nation? If one tries to place the blame for a poor product on 
a large organization, one soon finds out that each person can 
show that he had done his part. The fault lies in the whole 
enterprise or in some anonymous error often slight, taken by 
itself, that almost never can be traced. 

Accordingly, fewer and fewer of the transactions of daily 
life can appropriately be blamed or praised. These moral labels 
no longer seem to fit them. And even in our personal life, so 
much of what we are called upon to decide involves factors 
over which we have very imperfect control, that we cannot 
always honestly assume the responsibility for the decision or 
the consequences. 1 

And so we have reached the point where the criminal, if 
he is knowledgeable, can claim that his crimes were the re- 
sults of bad environment and no fault of his own, while the 
judge can retort that it is the System not he that is responsible 
for the 10-year sentence about to be imposed. 

. Heroes and villains are retained in stories and movies al- 
beit not in those making some claim to being serious litera- 
ture. The new generations are either “Beat” or “Angry,” if 
we are to believe current writers, but for neither condition 
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does the individual hold himself responsible. What is worse, 
he can find no villain whom he can honestly blame. 

Politically, the helplessness of the individual is even more 
marked. The worker can protect himself only by combining 
with others in unions. Manufacturers, lawyers, doctors, teach- 
ers, and every group with a common interest organized to 
consolidate tiny fragments of power. Alone they would 
achieve nothing, but together they may represent enough 
votes to persuade or intimidate some legislator. 

What, for example, is the individual to do about atomic 
bombs and the threats they pose? The individual feels and to 
a large extent is helpless. In the last war nothing was more 
pathetic than the revelation that the individual soldier’s skill 
and courage meant little in the eventual outcome. The indi- 
vidual rebel with or without cause is perceived as a fool not 
a hero. “Be an intelligent citizen!” we exhort ourselves and 
others. “Do your duty, vote, discuss, be active!” But it all 
comes to nothing unless we organize, submerge ourselves in a 
cause, become anonymous atoms of power to be used for the 
common goal, against or with the pressures of other groups. 
Everywhere power means mass effort and mass effort means 
Man, not you, not I, not Mr. Jones. 

Not even our aesthetic life escapes. Motion picture pro- 
ducers, television officials, book and newspaper publishers 
tannot afford to cater to small publics. To cater to the big 
publics means finding what the largest numbers will like and 
patronize. That which is not so standardized is expensive, 
hard to get, or requires a refinement of taste and knowledge 
that only a few possess. 

In addition, and this is no small matter, it requires cour- 
age to deviate appreciably from what the run of our friends 


and associates enjoy: 
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The Self and its Freedom 


Tt may be asked just why the integration of us all into 
vast organizations of work, government, and indeed even of 
play should make life a problem for us. Should it not, it may 
be asked, simplify matters? To be “other-directed,” to use an 
expression of David Riesman, author of The Lonely Crowd, 
is to relieve us of the need for making decisions at every turn. 
There is a warm feeling of security in knowing that we are 
doing what everyone else is doing, and after all, 5o million 
Frenchmen and 170 million Americans can’t be wrong. 

Maybe this should be so, but it is not. The loss of control 
over our decisions is literally a destruction of the Self, for 
there is less and less that I do and think, and more and more 
of thinking and action that is performed through me. We are 
all familiar by now with the admonitions of the anthropolo- 
gists that we are only what our society makes us: that what we 
think and feel and do is a response to social pressures and de- 
mands not of our own making; that the Self as an originator 
of thought and action is probably an illusion occasioned by 
our ignorance of the forces that really are moving us. 

All of this probably is true, although it is hard to see how 
this could be established, but even if it were so established, 
our problems would still be the same: why should people be 
unhappy over the loss of Selfhood if there is no genuine Self- 
hood to lose? 

The answer to this may well be that the Self which is 
shaped by social forces, is not the whole Self. We assimilate 
food to form a body with a unique pattern of fingerprints, 
hair, and eyes. So may it be that although society provides us 
with a standard set of drives and means to its satisfaction and 
even a standard set of molds whereby all of our experience is 
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conceived and named, nevertheless, they result in a unique 
individual Self. 

Each Self has the power to free itself from the sources 
of its stimuli insofar as it can deal with the symbols of these 
stimuli rather than the sources themselves, Sticks and stones, 
the children chant, will break my bones, but names will never 
hurt me—no, not even the names of sticks and stones. From 
the concepts of hero, green, grass, gridiron, football, and 
Saturday I can conjure up an image of myself the hero of a 
football game lying on the green grass of the gridiron on a 
Saturday afternoon. 

In imagination, in dream and in thought, the shuffling of 
what has come into our experience from the culture goes on 
incessantly. When it is guided by the rules of logic, we call it 
thought; by the rules of aesthetics we call it art; by the rules 
of usefulness we call it invention, by the rules of wish and 
desire we call it dreaming or wishful thinking. 

Yet these evanescent, symbolic creations can become the 
goals and aspirations of the person and accordingly he can act 
upon the world and his culture in a way that would have been 
impossible had he not lived. 

To be, for a human being, is first of all to be a source of 
decision, a source of commitment. It is to be a source of ac- 
tion as well as a source of reaction. In a tightly integrated 
world, human life is indeed possible and can even be en- 
ticingly comfortable, but to the extent that we merely react 
to the demands of our social milieu in our average socially- 
conditioned way, we are not truly individual Selves, but rather 
a social Self—an instrument of the social order. This mode of 
life is a threat to the personal, individual, creative Self whose 
autonomy of imagination and thought is frustrated and nulli- 
fied by a social order in which he cannot act in any really 
important way; where his free choices are among the trivia of 
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life rather than among the essentials. There are for him, in 
the words of William James, no “momentous options.” 

When frustrated the Self becomes unhappy, uneasy, 
bored and seeks to escape its malaise by whatever routes its 
imagination can devise. He joins lodges, goes in for hobbies, 
becomes as eccentric as he dares. Free floating anxiety in- 
creases, and he worries about the future instead of planning 
for it. He exaggerates his grievances over minutiae inasmuch 
as he can do little about his grievances over the major mat- 
ters. In a word, his mental health is impaired. 

If genuine Selfhood is indispensable to human happi- 
ness, and if our social order is heading toward a form where 
this Selfhood is threatened, we have a problem indeed. And it 
is new because at no time in history has the threat to individ- 
uality taken precisely this form. It is not simply the threat of 
another tyrant who wished to rule our lives; this we under- 
stand. It is not simply the threat of a natural catastrophe 
such as an Ice Age that will reduce our life to that of strug- 
gling physical organisms. It is not even the threat of atomic war 
and destruction. It is new because the threat is garbed in the 
gifts of material well-being. These we cannot even consider 


ay up, and yet the price of these gifts may be Selfhood it- 
self. 


Solutions New and Old 


The conflict between the individual and the social order 
is hardly new, and social philosophy has always been con- 
cerned with resolving it. We can, I believe, sort out three types 
of solutions. Each has a more or less modern version de- 
veloped to meet the current edition of recurrent problems. 

__ 3: The first group I would call corporate identification. 
Historically, it is Iepresented first by tribalism in which the 
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group is regarded as a single person; in which every man is 
responsible for the action of the group and the group for the 
action of each individual. Even divinities were identified with 
separate tribes. 

A philosophical version of this solution is the Absolute 
Idealism of Hegel, Bosanquet, and Royce. These philosophers 
argue that the individual can realize himself only through the 
social institutions and cultural resources provided by his so- 
ciety. He can be self-determining only if he can utilize the 
power of these institutions, and he can integrate his life only 
by identifying his goals with the goals of the group. Without 
arguing that totalitarian governments derive their methods 
from Absolute Idealism, it nevertheless remains true that the 
submission of the individual to the State—joyfully or other- 
wise—receives no little support from this kind of conception. 

Advocates of democratic methods also want to secure 
corporate identification, i.e, to have the individual identify 
his good with that of the group. However, the responsibility 
for deciding both what is good for himself and for the com- 
munity is placed upon the individual. Democratic deliberation 
and discussion should result ideally in a community of per- 
suasion. 

Even since the depression of the Thirties, educational 
philosophers in our country have been torn between their de- 
sire to preserve the rights of the individual, to determine the 
common good and the rights of the group, to coerce recalci- 
trant members who through stupidity, stubbornness or some 
emotional block cannot or will not see that their own ulti- 
mate welfare coincides with the welfare of the group. We 
find this conflict in the writings of John Dewey, and W. H. 
Kilpatrick of the Experimentalist School, but we also find it 
in writings of Robert M. Hutchins of the conservative school. 

Not a little of the ingenuity of modern educators has 
gone into exploring methods of persuading individuals to un- 
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coerced consensus.’ Role playing, group therapy, and group 
dynamics in general are devoted to producing corporate iden- 
tification with a minimum of psychical damage to the individ- 
ual ego. 1 

An educational program that places all of its eggs in this 
basket will stress the skills of group living, of getting along, of 
communication, of democratic leadership. These social learn- 
ings will have high priority. The learning of standard subject 
matter will be relegated to means, and not always the most 
important means, of reaching human relation goals. Because — 
this philosophy is so violently opposed to absolute principles 
and rules, every phase of life is, theoretically at least, to be 
regulated by what the group after due deliberation finds it 
advisable to do. 

That this approach evades the evils of despotic totali- 
tarianism can be granted; that it tries to preserve the dignity 
and meaning of the individual is undeniable. But what kind 
of individuality is preserved? It is the social Self that is built 
and nurtured in this way. A sensitive “other-directed” person- 
ality is what this approach to life is most likely to produce. — 
The deviate is treated with less harshness and arbitrariness 
than in an absolutistic system; he is treated as sick or mal- 
adjusted to be rehabilitated not punished. 

Life on this approach achieves a high level of social ac- 
commodation. The quality of life imposed upon us by our 
aloneness is shuned as slightly pathological. Yet the great 
literature, religion, and art of a people often rise from this well 
of solitude; from personalities who in suffering create new 
patterns of value possibility. Such new visions are not the 
product of committees, bureaus, and conferences. They are 
created by individuals of great capacity who transcend for a 


while their social Selves, i.e., the demands and pressures of 
communal life. 


*The Improvement of Practical Intelli 
New York: Harper & Brothers, 1950. ey ih Geel tale 
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It may well be that in a democratic society the educator 
must devote the major part of his time and resources to the 
average person in his communal life, i.e., to the social Self, but 
if the democratic society is to prosper and progress, it will 
need the kind of individual to whom the educator is likely to 
pay little attention. Much of the current wave of resentment 
against public education stems from the feeling that it has 
neglected these highly gifted individuals and that we have 
consequently suffered a loss of leadership vis à vis the Soviet 
Union. This criticism may be misguided in the form in which 
it is usually presented, but it is hard to deny that the group 
approach to learning, if carried too far, will cancel out individ- 
ual variations, and possibly those luck shots that revolutionize 
thought and action. 

Equally serious is the possibility that even in the case of 
the ordinary individual, the level of value realization will be 
lowered by an over-zealous group approach. Will the individ- 
ual be permitted or persuaded to seek higher levels of intel- 
lectual, moral, and aesthetic experience than the group, at any 
given time, demands? 

2. A quite different solution to the problem of the in- 
dividual and the social order might be called solution by re- 
yolt. This can take one of two forms: revolt by defiance and/or 
revolt by flight, physical or psychical. 

© The revolt by flight is really a retreat from the demands 
of group life into the mountains or desert as a hermit, or into 
a more simple stage of life, as when a gifted artist or engineer 
retires to the lonely seaside and spends his days whittling at 
the country store. These are dramatic flights. Day-dreaming, 
escapes into fiction and fantasy are not so drastic but no less 
escapes. A sudden abandonment of the world for the life of a 
religious recluse may be another form of this revolt. One could 
list many more. : 

Revolt by defiance has a different mood. Here the individ- 
ual acknowledges that he cannot destroy the social order and 
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that he cannot really free himself from it. He sees no rational 
way of asserting his Selfhood, for rationally the more he sur- 
veys the world, the less essential he as an individual is to it. 
Very well, he will assert his freedom and individuality in spite 
of all the reasons against it and the lack of reasons for it. He 
will act, become engaged in the fight for something or other 
with all his vigor despite all obstacles. He will make himself 
felt, even though he perish in the process. 

This sort of defiance, associated with the Existentialist 
philosophy of Jean-Paul Sartre? has a strong appeal to the 
post-war generations who have trouble in finding any sense in 
any pattern of social life. Sometimes it takes the form of 
criminal attacks on the social order; at others, it may be 
dramatically courageous action in behalf of some social cause. 
Inasmuch as it is not a rational justification that the defiant 
one seeks, it is impossible to predict what form the self- 
assertion will take, except that it will be vigorous, persistent, 
and difficult to ignore. 

3. A third form of the revolt is somewhere between out- 
right attack and retreat. It is a division of the Self into a group 
member for part of the time and into an escapee from it at 
another. In this form one stays on his job, performs one's so- 
cial duties acceptably. He reserves, however, a secret part of 
his life, like the famous Walter Mitty, for solitary adventures 
in the aesthetic life, climbing mountains, in romance, or in 
any one of a thousand activities that may distinguish him 
from the crowd or release him from its expectations. 

About the solutions by revolt one may observe that they 
do not accomplish what they promise, viz., to restore the 
individual's freedom, self-realization, and integrity. In flight, 
the individual may achieve a freedom from the restraints of 
social life, but not freedom for anything that he really values. 


* Existentialism, tr, b . i al 
cal Library, 1947. y Bemard Frechtman, New York: The Philosophi 
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The values he can realize apart from the social context are 
meager and what sort of integration can he achieve if he can- 
not forget that he has achieved serenity by surrender? And 
forget completely he cannot. 

The solution by defiance, despite its heroic aspects, 
comes to no more than a pathetic gesture, unless the cause in 
behalf of which he dares all is itself an heroic cause. But once 
our actor has admitted that not all causes are necessarily 
heroic, the strength of his position evaporates. His assertion 
of the Self is an assertion of freedom, but he is forthwith a 
slave to whatever project he has committed himself, inasmuch 
as only loyal devotion to it makes sense of his gesture. And yet 
given a cause large enough and a personality sufficiently culti- 
vated one can conceive a life pattern with a high order of 
freedom, self-realization, and selfintegration. Perhaps the 
real attractiveness of this solution lies in the courage it de- 
mands and manifests for it is difficult not to admire courage 
whatever form it takes. 

4. I come now to what I regard as an old solution to the 
new problem of our time. 

Our task is to find a formula for life that will provide the 
maximum of subjective happiness or sense of well-being with 
the maximum of social usefulness. How can I live a life that 
in the long run will be felt as satisfactory and which at the 
same time meets the demands of my social order? Nay, even 
exceeds these demands and leaves it a better social order for 
my having lived in it? How can my life be both subjectively 
and objectively good? 

The answer of Classical Realism is self-cultivation. Culti- 
vation of the individual’s capacity to achieve value in the in- 
tellectual, moral, and aesthetic departments of experience. For 
education it has always meant the appropriation by the individ- 
ual of the best and noblest of the cultural resources of his 
time. It has meant to become a connoisseur in every area of 
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human life, so that the individual not only lives, but lives well. 

This conception of life and education assumes that there 
are levels of value experience. The social Self tends to experi- 
ence these at the average level of group approval and com- 
petence. This is a necessary minimum in order to provide a 
flywheel for social life in which similarity of attitude and 
knowledge assures efficiency in action and uniformity in feel- 
ing. Intellectually, this is the level represented academically 
by the grade of C. Morally, it is represented by the stage in 
which custom and law define behavior. Aesthetically, it is 
represented by popular literature, music, and art. The social 
Self when healthy reaches this level, but does not need to rise 
above it. 

To go beyond the good-enough requires a high degree of 
self-cultivation, or a degree of education that goes well beyond 
the aspirations of most men. Indeed, one wonders whether 
any man without special stimulation would ever get started 
on the arduous road beyond the mediocre and good-enough. 

The first stage of self-cultivation is mastery of the arts of 
learning. Among these we include the skills of acquiring 
knowledge. They include the symbolic skills such as reading 
and mathematics, the skills of thinking, communicating, and 
studying. For the well-educated man these arts are perfected 
to the point of effortless use; to the point where he enjoys the 
use of them. With Aristotle this view holds that pleasure iis 
the natural accompaniment of good functioning. 

Beyond the arts of learning the road of cultivation pene- 
trates the knowledge and art selected by the best minds of 
every epoch. Here are the Sciences and the Humanities; what 
men of training, experience, knowledge, and lifelong devo- 
tion to study have judged to be true, good, and beautiful. 
"There is perhaps no end to this road, but each step along the 

* Nicomachean Ethics, 11752 21-22. 
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way makes of the traveler a finer instrument of discrimina- 
tion, action, and thought. 

Subjectively, therefore, a high order of cultivation opens 
to us the heights and depths of value experience, closed to 
those unwilling to perfect their capacities for it. But it means 
even more. It means greater freedom for the individual, be- 
cause the greater his knowledge, the more his power is in- 
creased over the potentialities of technological civilization. 
Technology can make it possible for the cultivated man to 
own more great books than did the kings of Medieval days, 
but for the man without cultivation technology can do little. 
Technology can make available to millions our greatest 
dramas, but it cannot give these millions the cultivation they 
need to enjoy them. 

For the cultivated man, therefore, the opportunities for 
highly individualized forms of self-determination, self-realiza- 
tion, and self-integration are made possible by the technical 
resources afforded by the new Machine Age. And, it may be 
added, as this Age works itself out to its technological conclu- 
sion, more time should be available to the individual both 
for self-cultivation and the fruits thereof. 

However, if subjective happiness were the only result of 
cultivation, it could hardly be defensible as a solution, because 
too much of this happiness would be purchased by the individ- 
ual at the cost of the group whose institutions and efforts 
made his happiness possible. Self-cultivation, if it is to be de- 
fended as a mode of life and education, must also be socially 
good. 

If we ask ourselves what it takes in the way of character 
and knowledge to maintain and guide a highly developed 
technological society, I think the case for self-cultivation is 


not hard to make out. ; 
Political freedom is still possible in our time, but only 
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if we can achieve understanding in political science, econom- 
ics, sociology, social psychology, and kindred subjects. The 
day when such complex issues as taxation, foreign policy, and 
foreign trade can be intelligently decided around the cracker 
barrel or through reading the editorials of the local newspapers 
is probably gone forever. 

Intellectual freedom is still possible and indeed it is what 
makes all the other freedoms possible in our time. However, 
to be intellectually free means to know much more about 
more subjects than was necessary for our forebears. A simple 
grounding in the three r's is no longer sufficient to enable the 
individual to form rationally defensible opinions. 

Finally, even moral freedom is still possible, if we meet 
the terms imposed by new conditions. True, the heroes and 
villains are no longer so easily discernible as they once were. 
But this does not so much release us from our obligations to 
choose wisely as it increases the amount of knowledge needed 
to make a wise and just decision. The examination of the con- 
sequences of our acts is now a complicated and sophisticated 
procedure. Simple goodness of heart, while still a necessary 
condition for morality, is no longer a sufficient condition. 

We could go into the problems of aesthetic freedom, re- 
ligious freedom, and freedom in all areas of life. But the 
analysis would be more or less the same, viz., the cultivation of 
our powers through the best knowledge available alone frees 
us from the web of interdependence of the Machine Age. It 
frees us not by escape or flight, nor by indiscriminate immer- 
sion into group enterprises. It frees us by giving us a chance 
to envision a type of behavior and life that expresses us as 
individuals and not merely as members of a class. And all 
this with the possibility that our own individuality may enrich 
the character of the social Self that registers the progress of 
the social order. 


It may be objected that the cult of excellence or the cult 
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of self-cultivation is after all an aristocratic ideal valid only 
for the gifted few with the leisure and the brains to under- 
take it. Much of the antagonism to the Classical Realistic 
position comes from sincere educators who fear that the goal 
of self-cultivation is incompatible with a democratic society. 

But if our argument means anything it is that the demo- 
cratic social order in a Machine Age is impossible unless the 
members undertake self-cultivation on a large scale. Can this 
be done? Differences in brains and talent cannot be denied, 
and fortunately do not have to be. Individuality and excel- 
lence do not prescribe in advance any one particular combi- 
nation of talents. All they ask for is the full exploitation of the 
capacities the person happens to have. Highly intelligent 
mediocrity is less individual, less interesting, and less fruitful 
for the social life of the community than the authentic life- 
style of a person with a more modest native inheritance. 

The great sin is not lack of brains, but lack of cultivation 
is a principle and a promise that the science of education is 
obligated to redeem, and there is reason to believe that it can 
redeem it. 

If we were to restate this long elaboration of the old 
answer to the new problem it might be that we ought to be- 
come connoisseurs in as many areas of value experience as 
circumstances permit and that general education in school 
should set us well on the road to doing so. 

So viewed the new age need hold no terror for us, and the 
work of previous ages need not be thrown away in despair. 
Man is still man and the dynamics of his happiness and the 
requirements for the good life and good society are generically 
the same. There is a sense in which problems and answers are 
neither old nor new; it is the sense in which they are timeless. 
structures revealed in a timeless insight in the form of uni- 


versal truths. 
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CHAPTER 15 


The Classical Humanists: 
Adler and Hutchins 


A: MORTIMER JEROME ADLER 


Mortimer Jerome Adler (December 28, 1902—) did his 
undergraduate and graduate work at Columbia University, 
receiving the Ph.D. degree in 1928. From 1923 to 1929 he was 
instructor in Psychology at Columbia, and in 1927 he added 
the assistant directorship of the People’s Institute of the City 
of New York to his duties. He went to the University of 
Chicago in 1930 as associate professor of Philosophy of Law, 
continuing there as full professor from 1942 to 1952. Since 


that time he has been president and director of the Institute 
for Philosophical Research, 


340 


THE CLASSICAL HUMANISTS: ADLER AND HUTCHINS 


Adler has served as associate editor of Great Books of 
the Western World since 1945, actively promoting concepts 
of liberal education. He has contributed to The Thomist; The 
Commonweal; and The Social Frontier. How to Read a Book; 
How to Think About War and Peace; and A Dialectic of 
Morals are among his best-known writings, but his published 
works span a wide variety of fields and include Dialectic; 
Crime, Law and Social Science, with Jerome Michael; Dia- 
grammatics, with Hutchins; Art and Prudence; What Man 
Has Made of Man; St. Thomas and the Gentiles; and Prob- 
lems for Thomists: The Problems of Species. 

Adler makes known some of his main ideas on education 
in the essay that follows.* 


L—— ———— 


I shall subsequently defend the definition of education I 
have just given as the only true definition which can be given. 
Let me restate it, now more precisely than before: Education 
is the process by which those powers (abilities, capacities) of 
men that are susceptible to habituation are perfected by good 
habits, through means artistically contrived, and employed by 
any man to help another or himself achieve the end in view 
(ie., good habits). I say that this definition can be proved to 
be true, and that the full statement of the proof will answer 
many fundamental questions in the philosophy of education. 
But that is a matter reserved for subsequent discussion. Here 
I am concerned only to use the definition in order to formu- 
late the problems of educational philosophy. It may be 


* Mortimer J. Adler, “In Defense of the Philosophy of Education," 
Philosophies of sion Chapter V, Forty-first Yearbook of the National 
Society for the Study of Education. Chicago: Distributed by the University 
of Chicago Press, 1942, Part I, pp. 209-212» 221-222, 238-239. Copyright 
1942 by Nelson B. Henry, Secretary of the Society. Used by permission o! 
the National Society for the Study of Education. 
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thought that I am thus involved in circular reasoning, for am 
I not saying that we shall first use this definition to determine 
the problems, and then, after proving it, we shall find that it 
helps us solve these very problems? Yes, but it should also 
be obvious that no one can define the problems of educational 
philosophy without first defining education itself, and that 
if only one true definition be possible, and that one be proved 
true, no vicious circularity is involved in the process. This 
will become apparent to the reader as he observes the use to 
which the definition is put. 


a. Practical Aspects of Education. In the first place, let 
me call attention to the fact that the definition, as its italicized 
words indicate, makes the problems of education practical, in 
three ways. (1) They are concerned with the good, for edu- 
cation aims to form not any sort of habits but only good 
habits, traditionally analyzed as the virtues, (2) They are 
artistic problems, problems of how to use means for produc- 
ing certain desirable effects as ends. (3) They are ethical 
problems in so far as they require us to consider the virtues 
and to understand their role as means in achieving the ulti- 
mate end of life, happiness; and they are political problems 
in so far as they require us to consider the responsibility, not 
simply of one man to another, but of the community to its 
members, with regard to helping them become educated. : 

When, in these three ways, I say that the problems of 
education are practical, I am talking about the problems 
which any man faces when he undertakes to educate himself 
or another, or to say what the community should do to edu- 
cate its members. I am not talking about the problems of the 
science of education, or the history of education (both of 
which are purely theoretical—concerned with knowing what 
has happened or how it is happening now). I am talking about 
the problems of education itself, concerned ultimately, not 
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with knowing, but with actions to be taken. If such actions 
are to be intelligently directed, there must be knowledge of 
the ends to be sought and the means to be used. The range 
of practical problems in the field of education, therefore, in- 
cludes questions about the ultimate ends of the whole proc- 
ess and about the means in general. These, as we shall see, are 
the basic problems of the philosophy of education, and in 
solving them it is practical because it directs action. In fact, 
the answers to these questions, constituting the philosophy 
of education, are the only practical knowledge in the field of 
education, for no other practical judgments which educators 
can make have the certitude of knowledge. 


b. Education as a Cooperative Enterprise. In the second 
place, let me comment on the fact that the definition makes 
the process of education an artistic enterprise. I shall assume 
that everyone understands what it means to say that shoe- 
making or house-building, the writing of poetry and the paint- 
ing of pictures, are artistic enterprises. Shoes and houses, po- 
etry and pictures, do not happen naturally. They are things 
made by man, in the production of which definite skills or 
techniques are at work, and this is the fundamental meaning 
of art, the skill or technique which a man has for making 
things. An artistic enterprise is, therefore, a process in which 
human art is an indispensable efficient cause for the produc- 
tion of a certain effect—the product being aimed at. 

It is necessary to go further, however, and see precisely 
what sort of artistic enterprise education is. All human arts 
are not the same. We are all acquainted with the familiar 
division of the arts into fine and useful (according as the 
product is something enjoyed or used), and into free and 
servile (according as the product is an immaterial thing, such 
as a poem or a piece of music, or a transformation of matter, 
such as a shoe or a house, or even a statue). But for our pur- 
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poses, the only important distinction is that between the 
operative and the cooperative arts. The operative arts are 
those by which something is produced that would not happen 
in the course of nature without human intervention. These 
arts are completely productive in the sense that they are an 
indispensable cause of their products, whether the product be 
a shoe or a statue or a poem. In contrast, the cooperative arts 
are not completely productive, for they only assist nature in 
the achievement of the product at which they aim. Thus, for 
example, the arts of agriculture and medicine are cooperative: 
Without human intervention, the earth produces its vegeta- 
tion, and the living body possesses health and sustains itself 
against the forces of disease. Neither the farmer nor the phy- 
sician is absolutely needed. But the arts of agriculture and 
medicine, cooperating with natural causes, make the desired 
result more likely and achieve it in ways and under circum- 
stances which more regularly satisfy human needs. The physi- 
cian’s technique is a skilful way of cooperating with natural 
causes to sustain health and cure or prevent disease. When we 
understand this distinction between operative and cooperative 
art, we see at once that the various arts of the educational 
enterprise—among which, of course, the arts of teaching and 
learning are preeminent—are clearly cooperative, and not, 
as shoe-making or picture-painting, completely productive. 
Take the case of knowledge, which is one of the virtues, Or 
good habits, at which education aims. The human mind 
naturally tends to learn, to acquire knowledge, just as the 
earth naturally tends to support vegetation. The arts of learn- 
ing and teaching merely assist in the cultivation of a mind by 
cooperating with its natural processes of knowing, just as 
agricultural techniques assist nature in the production of vege- 
tables. What is here seen to be true of knowledge as a good 
habit is equally true of every other good habit which men can 
form, for in every case men possess natural capacities which 


344 


THE CLASSICAL HUMANISTS: ADLER AND HUTCHINS 


tend naturally toward certain developments, and the arts of 
education, the arts of human cultivation, merely cooperate 
with nature to achieve the desired results—a good habit rather 
than a bad one. 


c. Implications of Cooperative Basis of Educational Pro- 
cedures. In the third place, we must consider several conse- 
quences which follow from the conception of the educational 
arts as cooperative. One is the relation between education as 
an artistic enterprise and education as an ethical and political 
affair. In both cases, the problems of education are practical, 
but the ethical and political problems of educational phi- 
losophy concern the ends to be achieved, either by a single 
man in his own life or by a community with regard to its 
members, whereas the artistic, or technical, problems of edu- 
cational philosophy concern the means in general to be used, 
their variety and order. 

A further consequence is the relation between education 
as the process in which a man helps himself to form good 
habits and education as the process in which one man is 
helped by another or by the community in which he lives, 
It may be asked whether, if the educational arts are coopera- 
tive, education must not always be the latter sort of process, 
that in which a man is helped by others. Can a man educate 
himself? Certainly, it must be true that a man is able to learn, 
to form every sort of good habit, without the aid of others, 
for if this is not the case, then the educational arts are not 
cooperative but completely productive. But when a man learns 
in this way, the process may be entirely natural or it may be 
facilitated by certain skills or techniques of learning by which 
he cooperates with his own natural tendencies toward habit 
formation. Only in the latter case should we speak of the man 
as educating himself, for in the former the learning is entirely 
natural, and where no art intervenes, we cannot properly 
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speak of education. But certainly self-education, thus con- 
ceived, is either nonexistent or very rare. Man is a social ani- 
mal. Most of the habits formed in childhood are formed un- 
der tutelage or direction of some kind. The very skills of 
learning by which a mature man may educate himself, are 
usually habits which others help him form in his youth. We 
can conclude, therefore, that probably no man has ever com- 
pletely educated himself—not that it is impossible, but that 
it is unlikely in the normal social development of human life. 
It would appear that self-education usually follows education- 
by-another, for two reasons: (1) In infancy and childhood, 
habit formation is usually under the direction of adults; and 
(2) the skills of learning, indispensable to self-education as 
an artistic enterprise, are themselves usually products of edu- 
cation-by-another. The only sort of learning which is excepted 
from this discussion is the type I have called purely natural, 
and as such, it is not education at all—neither self-education 
nor education-by-another. It is highly doubtful whether there 
is much learning of this sort. It would have to occur in early 
life, since once some art of learning is possessed, a man no 
longer learns naturally; yet, as we have seen in early life most 
learning is education-by-another. 


So far his effort is to determine the ultimate ends of edu- 
cation, which are the ultimate principles of educational phi- 
losophy, the philosopher need pay no attention to these major 
divisions of the educational process. The ultimate ends of 
education are the same for all men at all times and every- 
where. They are absolute and universal principles. This can 
be proved. If it could not be proved, there would be no phi- 
losophy of education at all, for philosophy does not exist 
unless it is absolute and universal knowledge—absolute in the 
sense that it is not relative to the contingent circumstances of 
time and place; universal in the sense that it is concerned with 
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essentials and abstracts from every sort of merely accidental 
variation. Similarly, it must be said that educational means. 
in general are the same for all men at all times and every- 
where. If the ultimate ends of education are its first principles, 
the means in general are its secondary principles, and the 
scope of the philosophy of education goes no further than 
this—to know these first and secondary principles in an ab- 
solute and universal manner. To aim at knowing less than this, 
or to regard this as unknowable, is to deny that there is any 
philosophy of education; to aim at knowing more than this, 
without realizing that one ceases to function as a philosopher 
in so doing, is to confuse the philosophy of education with 
other subject matters and methods, or to confuse one’s self 
by trying to solve, philosophically, problems which cannot be 
philosophically solved. 


The conclusion I am trying to prove can be stated in the 
following manner: The aim of education should be the same 
for all men (ie., everywhere and always, in every mode of 
society, every condition of life, etc.). This proposition is iden- 
tical in meaning with the proposition that the ends of educa- 
tion are absolute and universal, for what any practical process. 
aims at are its ends; hence, to say that education always and 
everywhere (for all men) aims at the same thing is to say 
that it has the same ends. The words “absolute” and “uni- 
versal” are thus séen to mean just what is signified by the 
words “the same for all men.” 

Furthermore, as we have seen, in any sphere of practical 
thinking, the ultimate ends are the first principles; hence, if 
the ultimate ends of education are absolute and universal, so 
too are the first principles of that practical thinking about 
education which is educational philosophy. It will be noted, 
furthermore, that the proposition to be proved is practical 
rather than theoretic in its mode: It says what should be done, 
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what education should aim at. To say that education should 
always and everywhere aim at the same objectives is equiva- 
lent to saying that its ultimate ends, truly determined, are ab- 
solute and universal. Here we see an equivalence between 
what looks like a theoretic statement and a practical state- 
ment; but any statement of what ends are is only apparently 
theoretic, as its conversion into the practical form (what 
should be aimed at) reveals. 

Finally, let me say that in speaking of the ultimate ends 
of education I am restricting my view to education as one 
phase of human activity among many others. The ultimate 
end of every phase of human activity, considered without dif- 
ferentiation, is happiness. The reason, then, why I do not 
say that happiness is the ultimate end of education is because 
that would fail to discriminate educational activity from po- 
litical activity, domestic activity, the activity of every other 
human art, for all these aim ultimately at happiness, though 
each has an end or ends peculiarly appropriate to itself. Hence 
we must regard the ultimate ends of education not as final 
ends, without qualification, but as final only with respect to 
education as a special process and activity distinct from gov- 
ernment, domestic management, etc. It follows, of course, 
that the ends which are final specifically for education, like 
the ends which are final for other special activities, must in 
turn be means to that which is the ultimate end of evety 
and all human activity, namely, happiness. And it should be 
understood, as well, that if the ends of education are abso- 
lute and universal, so is the ultimate end of human life. 
Human happiness, truly conceived, is the same for all men, 
which, as we have seen, is another way of saying that what all 
men should aim at, as the complete objective of their lives, 
is the same. 
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Robert Maynard Hutchins (January 17, 1899—) began 
his higher education at Oberlin College at the age of sixteen. 
He interrupted his studies during World War I to enter am- 
bulance service with the American and Italian armies. The 
war over, he entered Yale University, where he received the 
A.B. degree in 1921, an honorary A.M. in 1922, and the L.L.B. 
in 1925. Many universities both here and abroad have honored 
him with the L.L.D. 

Hutchins’ teaching career began in 1921 with his appoint- 
ment as master of English and History at the Lake Placid 
School in New York. He next went to Yale in 1923 as secre- 
tary of that institution, where he rose to lecturer in the Law 
School in 1925, acting dean in 1927, and dean in 1928. He 
also served as professor of Law at Yale from 1927 to 1929. He 
left that position to accept the presidency of the University of 
Chicago, where he served as chancellor from 1945 to 1951. 
From 1951 to 1954 he was associate director of the Ford Foun- 
dation. He has served as president of the Fund for the Repub- 
lic since 1954. 

Hutchins' work in higher education is widely known. As 
a classical humanist he has advocated a return to the liberal- 
arts curriculum of the medieval university. Partly influenced 
by Adler, he recommended basing the undergraduate curric- 
ulum on the great books of Western civilization—the works 
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of approximately one hundred writers from Homer to the 
present—and supplementing this program with additional 
reading. His theory is that as the student reads these books 
he learns how the great thinkers reasoned, thus learning to 
think independently. More than a dozen books based on 
Hutchins’ lectures have been published. The following selec- 
tions are representative of his latest thinking on several critical 
problems in education, notably “adjustment,” “vocational edu- 
cation,” and “a college for the future.” 


THE CONFLICT IN EDUCATION * 
Adjustment to the Environment 


This leads first to the very large question whether and to 
what extent the state of mind of the public is or can be the re- 
sult of its educational system. Universal free compulsory edu- 
cation would seem to be a reflection of what the country wants. 
One of the most important ideas about education is com- 
pressed into the Platonic line: “What is honored in a country 
will be cultivated there.” This is true at the highest levels, in 
determining the course of research and advanced study. The 
interest in science and technology in the United States today 
must result from the honor in which scientists and technol- 
ogists are held and from the high value that is set upon their 
work, It is even truer at the level of universal compulsory edu- 
cation, because the object of the system must be to make the 
children as far as possible what their parents or the ruling 
group in the community want the next generation to be. This 

* Robert Hutchins, The Conflict in Education. New York: Harper & 


Brothers, 1953, pp. 7-8, 13-14, 19-20, 24-25, 34-36, 41, 46, 66, 68-69. 
Copyright 1953 by Harper & Brothers. Used by e nent ‘ 
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is what will be honored in the country. It does not seem an 
exaggeration to say that a system of universal free compulsory 
education, however expensive or prolonged, can do no more 
than try to give the people what they want already. It cannot 
make them want something different. If the American people 
honored wisdom and goodness as they now honor power and 
success, the system of universal free education would be quite 
different from what it is today. But how can the system of uni- 
versal free education, which is busily cultivating what the peo- 
ple now honor, teach them to honor something else? 


What belongs in education is what helps the student to 
learn to think for himself, to form an independent judgment, 
and to take his part as a responsible citizen. Although I will 
admit that in the hands of Socrates any subject can be made 
important, even clowning, because any subject can lead to 
important questions, there was only one Socrates, and I know 
of none in any educational system today. We have to frame 
the course of study of American schools, colleges, and uni- 
versities in the light of the capacity of ordinary teachers. If 
the object of the educational system is to help young people 
learn to think for themselves, it should help them to think 
about the most important subjects, and these are discussed in 
the greatest works of the greatest writers of the past and pres- 
ent. To destroy the Western tradition of independent thought 
it is not necessary to burn the books. All we have to do is to 
leave them unread for a couple of generations. 


The whole doctrine of adjustment to the environment 
seems to me radically erroneous. As I have said, it leads to a 
curriculum of miscellaneous dead facts. It leads to vocational 
training, which the schools are not equipped to give and which 
misses the most important contribution that the schools can 
make. But it is far more urgent that we notice that our mis- 
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sion here on earth is to change our environment, not to adjust 
ourselyes to it. If we become maladjusted in the process, so 
much the worse for the environment. The message that 
UNESCO should carry to the people of backward countries 
is not that they should adjust themselves to their changing 
environment, but that they should change their environment. 


Here we see the doctrine of adaptation reduced to an ab- 
surdity; for the passion to adjust the young to the environ- 
ment has so carried away this superintendent that in the name 
of adjustment he proposes to adjust the young, not to the en- 
vironment, but to his conception of the environment, which 
can only result in maladjusting them to the environment as it 
actually is. 

We hear during the cold war in America that the Amer- 
ican way of life is in danger. You would suppose, to listen to 
the people who say this, that the American way of life con- 
sisted in unanimous tribal self-adoration. Yet the history and 
tradition of our country make it plain that the essence of the 
American way of life is its hospitality to criticism, protest, un- 
popular opinions, and independent thought. The great Ameri- 
can word has always been freedom, and, in particular, freedom 
of thought, speech, and assembly. Asserting the dignity of 
man, and of every man, America has proclaimed and protected 
the freedom to differ. America has grown strong on criticisri. 
It would be quite as consistent with the American way of life 
to offer prizes for the most penetrating criticism of our country 
as it would be to offer prizes to those who have done the best 
job of advertising it. The heart of democracy is independent 


criticism; the basic freedom is freedom of thought and expres- 
sion. 
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Meeting Individual Needs 


Let us turn to the basic consequences of the doctrine of 
needs in education in the West. 

One thing, we are told, the democratic citizen in the 
modern world needs first of all, and that is information. He 
must have information on every conceivable subject, because 
his duties as a citizen require him to pass on every conceivable 
subject. He lives in a world that is being re-made by science 
and technology. He must know all about them. In America 
we are reminded that our people have only lately emerged from 
their isolation to assume a position of world leadership. Ameri- 
cans should know all about Europe, and all about Africa, and 
all about the Near, Middle, and Far East, as well. Americans 
should know all about everything. 

The first difficulty with this proposition is that current 
needs and current information simply will not stay current. 
The rapidity of change in every field today is such that what 
the father knows of the facts of life is almost useless to his son. 
Those who painfully acquired information about the Weimar 
Republic or the Chinese Empire in response to felt needs can 
feel little need of it now. 

The second difficulty with the proposition that everybody 
has to know all the facts about everything is that there are too 
many facts. So one of the most eminent sociologists in Amer- 
ica reached the conclusion a few years ago that there were 
now so many facts that everybody ought to know that in order 
to get time to pour all the facts into the young we should have 
to prolong adolescence at least until age 45. We had, in short, 
to make a new definition of youth so that people might learn 
everything while young. 

A final difficulty with the proposition that everybody 
ought to know all the facts about everything is that it tends 
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to produce an educational program that is upside down. If 
you are going to pour all the facts about the world into the 
young, you have to start early. Yet the one conclusion of Aris- 
totle with which all educators must agree is that children can- 
not deal with the facts of the world about them. Aristotle con- 
cluded that in order to understand the facts of life you have 
to have experience; these facts cannot be comprehended by 
the inexperienced, History, literature, moral and political phi- 
losophy, and the social sciences will not yield up their full les- 
sons to the immature. 

In a country where the people continue their education 
through their adult lives this difficulty is troublesome enough. 
Where there is no serious program of adult education, it takes 
on more menacing proportions. There the proposition that 
everybody must learn all about everything means that every- 
body must learn all about everything while he is in school. 
The inevitable result is that the course of study is jammed 
with every conceivable subject on the ground that the pupil 
might find that he needed to know about it, or society might 
need to have him know about it, in his adult life. The subjects 
are so numerous that the pupil leaves school without having 
mastered any of them. 

As the doctrine of needs, or of the ad hoc, has promoted 
the disintegration of the program of the schools, so it has pro- 
moted the disintegration of the universities. v 


An American concerned about his country, concerned that 
her riches and power may be a boon and not a danger to man- 
kind, may however inquire if it is altogether clear that the rela- 
tive poverty and weakness of Europe can result entirely from 
the intellectual superiority of its educational system. He may 
ask whether the huge internal market, the absence of political 
subdivisions, the use of a common language, the tremendous 
natural resources, and the hitherto impregnable position of 
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America may not have had as much to do with the power and 
riches of the country as the unusual character of American 
education. He may even ask whether it would have been pos- 
sible for a country less rich and powerful than America to sur- 
vive the educational system that she has. 


To assume that everybody will be peaceful and happy if 
everybody has gone to school or learned to read is as foolish as 
it is to assume that everybody will be peaceful and happy it 
the world is industrialized. 


Social Reform 


. . . When we talk of our political goals, we admit the 
right of every man to be a ruler. When we talk of our educa- 
tional program, we see no inconsistency in saying that only a 
few have the capacity to get the education that rulers ought 
to have. Yet the choice before us would seem to be clear: either 
we should abandon the democratic ideal or we should help 
every citizen to acquire the education that is appropriate to 
free men. 


* Basis of Education 


If we are going to talk about improving men and societies, 
we have to believe that there is some difference between good 
and bad. This difference must not be, as the positivists think 
it is, merely conventional. We cannot tell this difference by 
any examination of the effectiveness of a given program as the 
pragmatists propose; the time required to estimate these ef- 
fects is usually too long and the complexity of society is al- 
ways too great for us to say that the consequences of a given 
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program are altogether clear. We cannot discover the differ- 
ence between good and bad by going to the laboratory, for 
men and societies are not laboratory animals. If we believe 
that there is no truth, there is no knowledge, and there are no 
values except those which are validated by laboratory experi- 
ment, we cannot talk about the improvement of men and so- 
cieties, for we can have no standard of judging anything that 
takes place among men or in societies. ^ 


LOCKSLEY HALL: 
A COLLEGE FOR THE FUTURE * 


I have thought that instead of presenting an article of 
my own, I might offer here the annual report of the Chair- 
man of the Faculty of Locksley Hall for the year 1988-89. 

The report begins: 

To the Board of Visitors of Locksley Hall: 

As the elected representative of the faculty, I have the 
honor to submit its report for the year 1988-89. At this time, 
which marks the expiration of my five-year term and the end 
of the first 25 years of the College, it seems appropriate to re- 
view the history of the College since its foundation. This will 
necessarily involve some account of the origins and progress of 
the state of Rancho del Rey. ? 

As is well known, the state of Rancho del Rey originated 
in the gift to the public by the owners of the King Ranch in 
Texas of 100,000 square miles. The reason for the gift was that 
the owners of the ranch had become convinced that the de- 
velopment of people was more important than that of animals. 
They therefore determined to provide a refuge for those who 


* Robert M. Hutchins, “Locksley Hall: A College for the Future,” School 
and Society, Vol. 87, September 12, 1959, PP. 334-338. Used by permission. 

Address to the Conference on the Shape of a College for the Future, 
Miami University, Oxford, Ohio, April 18, 1959. 
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could not face the prospect of having their children go through 
the American educational system, but who did not wish to 
secede from the Union. Two conditions were attached to the 
gift. First, the land was to be organized into a state in accord- 
ance with the provisions of the treaty between the Republic 
of Texas and the United States. Second, American women of 
child-bearing age who had children under 12 were to have 
priority in gaining entrance to and owning land in the new 
state. ''hose who were married were permitted to bring their 
husbands with them if they wished. 

The financial resources of the donors were such that they 
easily persuaded the legislature of Texas to see the merits of 
their plan, and since both houses of Congress had for many 
years been controlled by residents of Texas, no difficulty was 
experienced in Washington. President Stevenson signed the 
measure on Christmas Day, 1964, and Rancho del Rey was 
admitted to the Union on January 1, 1965. Immigration began 
at dawn the next day, and our state, which was formerly oc- 
cupied by a few cowboys and a couple of million cattle, is 
now the most densely populated in the Umon, having passed 
Rhode Island in 1975. As loyal Americans we hope that the 
depopulation that has taken place in other states will prove 
to be only temporary. 

It cannot be too often emphasized that Locksley Hall is 
enly one unit in the educational system of Rancho del Rey 
and that its dependence on the other units in the system is 
complete. For example, the average student at Locksley Hall 
finishes his formal liberal education at the age of 18. This 
would not be possible in the three years ordinarily spent here 
if it were not for the organization of the six-year elementary 
schools and three-year high schools of this state. On the other 
hand, 50% of our graduates go on to the University, and this 
would not be possible if it were not for the recognition by the 
University that liberal education is the best preparation for 
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professional study and research, If I may be pardoned a per- 
sonal word, I may say that one of the most moving experiences 
of my life was that day in 1967 on which the Cosmological 
Faculty of the University, at the insistence of the sub-faculty 
in medicine, voted down special requirements in mathematics 
and science for entrance to medical work and decided to admit 
applicants on the basis of their fulfillment of the requirements 
of Locksley Hall in liberal education. 

First, then, Locksley Hall has flourished because of the 
excellence of the educational system of which it is a part. A 
second reason for its success is that there never has been any 
doubt about its own role in the system. It is devoted solely 
to liberal education, the education that every citizen ought to 
have. In the schools and colleges of Rancho del Rey vocational 
training is unknown. The constant acceleration of technology 
since the ’50’s and the steady reduction in the working week 
to the present 20 hours have made direct preparation for earn- 
ing a living in the educational system an obvious absurdity. 
In this state young people are trained for jobs on the job. The 
object of the educational system is to teach them what they 
cannot learn on the job—how to be citizens and human be- 
ings. As the Commanding Officer of the United Nations Po- 
lice Force, Chief John Eisenhower, has nobly said, “The one 
certain calling is citizenship; the one certain destiny is man- 
hood." q 
Locksley Hall has no departments. All members of the 
faculty are expected to be able to give instruction in all the 
subjects studied in the College. It has, however, three divi- 
sions. In addition to the division devoted to the instruction of 
youth, it has a division for the preparation of teachers and one 
for the education of adults. 

Among the many blessings conferred upon us by the 
Founding Fathers of Rancho del Rey, the constitutional pro- 
hibition against academic degrees must come high on the list. 
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The statutory prohibition of schools of education has proved 
equally valuable. The two together have meant that in this 
state it has been possible to educate teachers. In the early 
days there were fears of a teacher shortage; but they did not 
materialize. Every intelligent man and woman teaching in the 
United States started for Rancho del Rey as soon as the state 
was opened up to settlement. In the effort to establish their 
priority, many of these teachers adopted children under 12, 
and I regret to say that one distinguished male scholar from 
Columbia was detected at the border disguised as a pregnant 
woman. Candor compels me to add that teachers’ salaries in 
Rancho del Rey have always been somewhat higher than else- 
where. This is because of the constitutional provision known 
as the General Motors Index, which stipulates that the com- 
pensation of teachers must always be equal to that of junior 
executives in that great corporation. 

A powerful inducement to teachers to join the faculty of 
Locksley Hall is the complete independence and freedom that 
we enjoy. Locksley Hall has no president and no board of 
trustees. The Board of Visitors has no power; the faculty of 
the College has the legal as well as the moral responsibility 
for its management. The faculty is aware, however, that all 
bodies of privileged persons inevitably tend to deteriorate and 
therefore welcomes the public and private criticism that the 
Board has lavished upon it in the last 25 years. The faculty 
knows that its rejection of many of the recommendations of 
the Board would have provoked, in lesser men, some feelings 
of resentment. The principle that management is the function 
of the faculty and criticism the function of the Board is now 
established, and all parties are agreed that it must remain for- 
ever inviolate. 

It must be added that the freedom we enjoy is accom- 
panied by a responsibility we did not expect. It is very con- 
venient to have somebody else to blame. Here at Locksley 
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Hall we of the faculty can blame nobody but ourselves. We 
cannot evade the consequences of our weakness and self-seek- 
ing by relying on the President or the Trustees to save us from 
them, and we are denied the consolation of attributing what- 
ever anybody in or out of the College does not like about it 
to the arrogance of the administration and the stupidity of 
the Board. In the early years of the College some of my older 
brethren, who had been brought up under a different system, 
felt so uncomfortable when called upon to cast votes for which 
they would be held responsible that they echoed the cry of 
the ancient Israelites, “Give us a King to rule over us.” Fortu- 
nately, wiser counsels prevailed. We have been much assisted 
by the fact that we have no departments and no academic 
ranks. These fruitful sources of group bickering and individual 
animosity being absent, we have been able to think for an in- 
creasing part of the time when we are together about what is 
good for the College and for the community. But it is no use 
denying that the path has been a hard one. We record again 
our gratitude to the Board of Visitors for helping us to be bet- 
ter than we otherwise would have been. 

The number of teachers required in Rancho del Rey was 
small in proportion to the population because the number of 
Subjects taught was somewhat less than a third of the number 
taught in other states. My great predecessor, the first Chair- 
man of the Faculty, had emblazoned on the walls of the seniot 
common room as a constant reminder to us all the words of 
Sir Richard Livingstone: “The good schoolmaster is known 
by the number of valuable subjects he declines to teach." The 
excellence of the elementary and secondary schools and the 
fact that students do not come to us until they have passed 
the examinations in these Schools mean that Locksley Hall 
never has had to offer remedial work in Creek or Latin, to say 
nothing of mathematics or English. The students arrive at our 
gates prepared to go on with these subjects and to add to them 
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the exploration of the world of ideas, which is, of course, their 
main business with us. These limitations on the number of 
subjects taught have made possible the level of teachers’ sal- 
aries that the General Motors Index requires. 

Of course, a good deal of re-training was necessary to per- 
mit our educational system to absorb the teaching immigrants 
to whom I have referred. Most of them never had had any 
liberal education. By the use of films, television (open and 
closed circuit), and the teaching machines invented by B. F. 
Skinner, we were able to expedite this process. 

Today prospective teachers at Locksley Hall get a liberal 
education. They then go on to the University to study one 
or more of the three fields to which the University confines it- 
self—theology, cosmology, and law. Thereafter, they work 
here as apprentice teachers with the more experienced mem- 
bers of the staff, Every seminar and discussion group at Locks- 
ley Hall has two teachers—a senior and a junior member of 
the faculty. The teachers learn to teach by teaching. 

The constitutional prohibition of academic degrees has 
had one incidental benefit: commencement exercises are un- 
known in Rancho del Rey. At no time, therefore, is a citizen 
of this state given the impression that he has completed his 
education. The state is a community learning together, and 
the citizen is expected to keep on learning throughout his life. 
his is why the curriculum of Locksley Hall could remain sim- 
ple and clear: the College has been under no pressure to teach 
every young student everything that he might need to know 
at later stages of his career. The aim of the College is to teach 
the student what he needs to know in order to keep on learn- 
ing, to awaken his interest in continued learning, and to train 
him in the habits that will help him to learn whatever he 
wants to learn. 

Locksley Hall is the realization of the ambition that 
Woodrow Wilson expressed just 80 years ago. He said, “Here 


361 


REALISM 


is the key to the whole matter: the object of the college... 
is not scholarship . . . but the intellectual and spiritual life. 
Its life and discipline are meant to be a process of prepara- 
tion, not a process of information. By the intellectual and 
spiritual life I mean the life which enables the mind to com- 
prehend and make proper use of the modern world and all 
its opportunities. The object of a liberal training is not learn- 
ing, but discipline and the enlightenment of the mind. . . . 
What we should seek to impart in our colleges, therefore, is 
not so much learning as the spirit of learning. You can im- 
part that to young men; and you can impart it to them in 
the three or four years at your disposal." Having acquired 
this spirit, the 50% of our graduates who do not go on to the 
University are expected, like the other citizens of this state, to 
enroll in discussion groups in which their intellectual interests 
and capacities may develop. The faculty of Locksley Hall or- 
ganizes such groups for adults of this community who wish to 
continue their liberal education. 

In the educational system of Rancho del Rey, time-serving 
and the accumulation of credits are unknown. Goals are set 
up for the students to reach. The examinations determine 
whether or not he has reached them. The student may present 
himself for the examinations whenever he is ready to do so. 
If he fails, he may take them again. The chronological age of 
students and what used to be called their “adjustment to the 
group” are matters of supreme indifference to everybody, in- 
cluding the student himself and his contemporaries. I have 
said that in Rancho del Rey the elementary school takes six 
years and the high school and the college three years each. 
But these are statements of averages. The goals having been 
set by the teaching staff, it was found that in the ordinary 
case six years of instruction prepared the pupil for the exami- 
nations of the elementary schools, three years for the high 
schools, and three years more for the college. As far as Locks- 
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ley Hall is concerned, 10% of our students graduate in less 
than three years, and 10% in more. Eighty per cent take the 
average time. 

The goal that was set for the students of Locksley Hall 
was the acquisition of that education which in the opinion of 
the faculty was necessary for a free man in a free society. It 
cannot be too strongly insisted that the educational program 
of Locksley Hall was designed for everybody and that experi- 
ence has shown that it can be mastered by everybody, though 
at different rates of speed. If there is one thing that the history 
of Locksley Hall demonstrates, it is that the ancient American 
doctrine that the course of study must be trivial and the life 
of the student frivolous because most young people cannot 
be interested in anything important is as fallacious as it was 
popular. The Latin motto of the Students’ Association of 
Locksley Hall is sero sed serio—we may be young, but we are 
in earnest. 

All citizens of Rancho del Rey are expected to achieve 
the education that is offered by Locksley Hall. Although the 
intellectual attainments of the people of this state are clearly 
higher than those of any other, there is no evidence that their 
native capacities exceed those of persons born elsewhere. Since 
the founding of this country, experience everywhere has shown 
that the young American will respond to the best that can be 
offered him. The reason he has been offered in some places 
less than the best is that his elders do not want to take the 
trouble to find out what the best is or to find out how it may 
be effectively offered. We have known, moreover, since the 
time of Plato that what is honored in a country will be culti- 
vated there. The state of Rancho del Rey was established in 
honor of the human mind. It was to be a community learning 
together. The culture of this state, therefore, supports at every 
point the serious intellectual purpose of the educational sys- 
tem of this state. 
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To descend to a more practical level, consider, if you will, 
the effect upon the interests and, hence, upon the develop- 
ment of the young of a system in which everybody has studied 
or is studying the same things and has a common language 
and a common stock of ideas. At Locksley Hall, for example, 
the faculty and all the students have followed or are follow- 
ing the same prescribed curriculum and are discussing the is- 
Sues it raises throughout their waking hours. The multiplica- 
tion of the power of the individual through the support of the 
academic community is added to the multiplication of this 
power that comes from the support of the larger community 
outside. We are perfectly prepared to believe that students 
who have succeeded with us would have failed elsewhere. We 
suggest, as Edward Gibbon did long ago, that like conditions 
produce like effects. 

The conditions obtaining in Rancho del Rey have made 
it, as everybody knows, the cultural center of the world. The 
head of the Chinese delegation to the United Nations re- 
marked last year that Peking even today had not achieved the 
beauty, serenity, and vitality of our capital, and the President 
of Greece has applied to our state the words in which Pericles 
described his native city. The principal newspapers, publish- 
ing houses, magazines, dramatic groups, film studios, and tele- 
vision networks now have their headquarters here. The lead- 
ing artists, writers, musicians, scientists and scholars of the 
world now reside among us. 

But it would be selfish of us to be concerned only with 
the happiness of our own state. In every walk of life the citi- 
zens of Rancho del Rey and the graduates of Locksley Hall— 
the oldest of whom are now about 40—are making a world- 
wide contribution. It often has been remarked that it is fortu- 
nate the graduates of Locksley Hall are not much interested 
in making money, because their equipment is such that if they 
wanted to, they would make all the money there was. In the 
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The period through which we lived in the '40's, ’50’s, and 
early ’60’s of this century is now commonly called the Age of 
Illusion. It was a period in which things were not what they 
seemed, or at least not what we said they were. At this epoch 
Americans were in the habit of saying one thing and believing 
another and thinking one thing and doing another. Numerous 
efforts were made to repeal the Law of Contradiction. The 
fact was that our situation had changed too fast for our ideas. 
The result was that we could offer no rational explanation for 
much that we did. For example, we had an economic theory 
built on the mindless mechanism of the market and a political 
theory based on the conception of the night watchman state. 
When these theories appeared inapplicable and unworkable 
in an advanced industrial society, we had no guide to intelli- 
gent action. The educational system of those days was suitable 
to the production of consumers, jobholders, objects of propa- 
ganda, and statistical units. ‘The universities were not centers 
of independent thought. They appeared designed for voca- 
tional certification and highly specialized research. In their 
never-ending quest for money, they felt compelled to sell 
themselves to the highest bidder. Instead of enlightening the 
society, particularly about its own shortcomings, they flat- 
tered it. Hence, they flattered and perpetuated its illusions. 

The era that now seems to be dawning will be called, we 
hope, the Age of Reason. The change began with the end of 
the Cold War and the transfer of all weapons to the United 
Nations 15 years ago. That made it possible for us to begin 
to think what we were doing and to reflect at last in a rational 
way about how we might use our resources for the benefit of 
our fellow citizens in America and throughout the world. The 
change has been accelerated by the example of the State of 
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Rancho del Rey and by the work of its people. In this change, 
Locksley Hall is proud to have played a modest part. 
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23 The Catholic Philosophy 
of Education 


Introduction to Part Five 


» The next two parts of these readings will be devoted to 
a discussion of the philosophies underlying parochial educa- 
tion in this country. In Part Five we shall consider Catholic 
philosophy of education. 

While there is no one Catholic philosophy of education, 
there is considerable agreement among Catholic educators 
concerning the philosophical bases of education, and these 
common convictions find application in the largest number 
of parochial schools controlled by any religious group in this 
nation. By the beginning of this century there were more than 
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850,000 students enrolled in Catholic elementary and sec- 
ondary schools. By the 1958-59 school year the number had 
increased to nearly 5,000,000, and it is predicted that by 1965 
there may be as many as 6,500,000 students in Catholic cle- 
mentary and secondary schools. Thus, when we consider Cath- 
olic education, we are not concerned with a minute part of 
the total scene of this country. 

The Catholics felt themselves forced to build and main- 
tain separate schools. During the colonial period, the Cath- 
olics lived outside the cultural and political activities for the 
most part. And although some of the more onerous disabilities 
and penalties placed upon Catholics by a predominately Prot- 
estant nation were lifted at the start of the national period, 
only four states in their constitutional conventions gave Cath- 
olics political rights that were equal to those granted Prot- 
estants. Moreover, Catholics considered their situation in- 
tolerable when they found their youth attending schools where 
Protestant hymns were sung and prayers said, and where the 
textbooks contained statements that they found objectionable. 
Even the Catholic-founded state of Maryland passed “An Act 
to Prevent the Growth of Popery." The Catholics, therefore, 
turned to the establishing of their own schools, a practice 
which, as we have seen, has been continued. 

The first Catholic school in the British colonies was es- 
tablished about 1640 by the Jesuits in Maryland at a placz 
called St. Mary's City. The next two schools to be founded 
were likewise in Maryland: at Newton in 1673, and at Bohemia 
Manor in 1744. In the nineteenth century the number of 
Catholics migrating to America greatly increased. This in- 
crease, the continued insistence upon the reading of the Prot- 
estant Bible in the state schools, and what the Catholics them- 
selves came to recognize as a serious leakage from the Church 
led certain bishops to hold a series of seven “Provincial Coun- 
cils” between the years of 1829 and 1949. 
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In 1829 the seven bishops who attended the first Pro- 
vincial Council in Baltimore urged the necessity for Catholic 
schools. They insisted that the grave loss of faith on the part 
of Catholic boys and girls, particularly those from poor fam- 
ilies, required the establishment of schools free from the de- 
fects that marred available schools. By 1840 the situation was 
thought not to have improved, and again the bishops assem- 
bled in Baltimore to urge their priests to protest current prac- 
tice in the non-Catholic schools. The fifth Provincial Council 
of 1843, likewise held in Baltimore, observed that the same 
objectionable practices were being continued in the available 
schools. As the direct result of the exhortations of the Provin- 
cial Council individuals, bishops and regional councils of bish- 
ops began to order priests to establish parochial schools and 
to require Catholic parents to send their children to them. It 
was in the Midwest that this movement found its greatest sup- 
port, especially in the action of the second Provincial Council 
of Cincinnati, which ordered all pastors of souls to provide a 
school in each parish or congregation to be under the direc- 
tion of the congregation and the priest. In the fall of 1884 
the third Plenary Council of Baltimore ordered that within 
two years a parochial school be built near the church and 
maintained “in perpetuum.” It was in this way that Catholic 
schools came to be founded in this nation, and it accounts for 
their continued growth as the Catholic population grew. 

Perhaps the most important pronouncement on Catholic 
education is the encyclical letter of Pope Pius XI. In “The 
Christian Education of Youth" (Divini Illius Magistri) the 
Pope explained the nature of education; the division of rights 
in education between the Church, the family, and the state; 
the environment and subject of education; and the proper 
end of education. Some of the presuppositions, stated or im- 
plied in the encyclical letter, which is reproduced in Chapter 
16, concern the natural order, while certain others pertain to 
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what the Catholics would call the supernatural order. To- 
gether these presuppositions form “a perennial unchanging 
charter” which, from the beginning of the Christian era, has 
served as the solid core of its philosophy. This core consists 
of a belief in a personal God whose existence can be proved 
by reason. Man is by nature a rational free being whose per- 
fection consists in knowing and possessing goodness, truth, 
and beauty. Man has both a spiritual soul and a material body; 
the former enables him to transcend the material, while the 
latter enables him to have a continuity with nature. God placed 
man upon this earth and endowed him with a supernature by 
which he can eventually share in a divine life after a period of 
trial. Adam, the first man, fell from God’s favor and thus lost 
for the entire human race the conditionally promised super- 
natural life. But the Eternal Son of God was sent to redeem 
man and to restore to him God’s grace and the supernatural 
life. The educated person, then, is formed in the example and 
teaching of Christ, who has been called the perfect man. 
Chapter 17, from Cunningham’s Pivotal Problems of 
Education, discusses the fourfold development of man and 
the educative process. Finally, the selections from Jacques 
Maritain state five fundamental dispositions—love of truth, 
love of goodness and justice, gladness in existence, a respect 
for the job to be done, and a sense of cooperation—that he 
would have formed in each child. He then provides four rules 
of education: liberate the good energies, center attention upon 
the “inwardness and the internalization of educational in- 
fluence,” foster internal unity in man, and free the mind 
through the mastery of reason over the things learned. 
, 
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CHAPTER 16 


(Christian Education of Youth’ 


POPE PIUS XI 


« Pope Pius XI (May 31, 1857-February 10, 1939), born 
Ambrose Damian Achille Ratti, studied at the seminaries of 
San Pietro Martire and Monza and at the College of St. 
Charles in Milan, where he was graduated. His earnestness 
and maturity of judgment impressed the Archbishop of Milan, 
who referred to him as the “young old man.” He sent young 
Ratti to the College of St. Martin and then to Rome to attend 


* Encyclical Letter Divin: Illius Magistri of His Holiness Pope Pius XI. 
New York: The American Press, 1936, pp. 2-35. Copyright 1936 by The 
America Press. Used by permission. 
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lectures at the Gregorian University and to study at the Lom- 
bard College, where Professor Liberatore acclaimed him to 
the Pope as one of his most brilliant students. He took with 
distinction the degrees of Doctor of Philosophy, of Theology, 
and of Canon Law. 

He was ordained a priest at Rome in 1879, and after five 
years a professor of Dogmatic Theology at the Great Seminary, 
he was appointed to the staff of the Ambrosian Library at 
Milan, where he became prefect in 1907. In 1912 Pius X 
called him to the Vatican Library as vice prefect, and at the 
same time made him a Canon of St. Peter’s. In 1918, although 
he had had virtually no diplomatic experience, he was sent as 
Apostolic Visitor to Poland and in 1919 was consecrated bishop 
and appointed nuncio at Warsaw. There he remained for two 
difficult and dangerous years, distinguishing himself for his 
refusal to leave his post during the Bolshevist invasion of 1920. 
He became Cardinal and Archbishop of Milan in June, 1921. 
Seven months later Benedict XV died, and Achille Ratti was 
elected Pope on February 6, 1922, and was crowned on Feb- 
ruary 11. 

He is best known for the Treaty of Lateran, which under 
his direction was negotiated with the Italian government, 
establishing the City of the Vatican, and for his many en- 
cyclical letters. The letter on education is quoted in full be- 
low. In it, Pius XI made clear the position of the Roman 
Catholic Church on Christian education. 


NATURE AND IMPORTANCE OF 
EDUCATION 


Indeed never has there been so much discussion about 
education as nowadays; never have exponents of new peda- 
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gogical theories been so numerous, or so many methods and 
means devised, proposed and debated, not merely to facilitate 
education, but to create a new system infallibly efficacious, and 
capable of preparing the present generations for that earthly 
happiness which they so ardently desire. 

The reason is that men, created by God to His image and 
likeness and destined for Him who is infinite perfection, realize 
today more than ever amid the most exuberant material prog- 
ress, the insufficiency of earthly goods to produce true happi- 
ness either for the individual or for the nations. And hence 
they feel more keenly in themselves the impulse towards a 
perfection that is higher, which impulse is implanted in their 
rational nature by the Creator Himself. This perfection they 
seek to acquire by means of education. But many of them 
with, it would seem, too great insistence on the etymological 
meaning of the word, pretend to draw education out of human 
nature itself and evolve it by its own unaided powers. Such 
easily fall into error, because, instead of fixing their gaze on 
God, first principle and last end of the whole universe, they 
fall back upon themselves, becoming attached exclusively to 
passing things of earth; and thus their restlessness will never 
cease till they direct their attention and their efforts to God, 
the goal of all perfection, according to the profound saying of 
St. Augustine: “Thou didst create us, O Lord, for Thyself, and 
our heart is restless till it rest in Thee." ! 

It is therefore as important to make no mistake in educa- 
tion, as it is to make no mistake in the pursuit of the last end, 
with which the whole work of education is intimately and 
necessarily connected. In fact, since education consists essen- 
tially in preparing man for what he must be and for what he 
must do here below, in order to attain the sublime end for 
which he was created, it is clear that there can be no true edu- 
cation which is not wholly directed to man's last end, and that 


1 Confess. I, 1. 
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in the present order of Providence, since God has revealed 
Himself to us in the Person of His Only Begotten Son, who 
alone is "the way, the truth, and the life,” there can be no 
ideally perfect education which is not Christian education. 

From this we see the supreme importance of Christian 
education, not merely for each individual, but for families and 
for the whole of human society, whose perfection comes from 
the perfection of the elements that compose it. From these 
same principles, the excellence, we may well call it the unsur- 
passed excellence, of the work of Christian education becomes 
manifest and clear; for after all it aims at securing the Supreme 
Good, that is, God, for the souls of those who are being edu- 
cated, and the maximum of well-being possible here below 
for human society. And this it does as efficaciously as man is 
capable of doing it, namely, by cooperating with God in the 
perfecting of individuals and of society, inasmuch as the edu- 
cation of youth makes on the soul the first, most powerful and 
lasting impression for life, according to the well-known saying 
of the Wise Man, “A young man according to his way, even 
when he is old, he will not depart from it.” ? With good reason 
therefore did St. John Chrysostom say, “What greater work 
is there than training the mind and forming the habits of the 
young?" ? 

But nothing discloses to us the supernatural beauty and 
excellence of the work of Christian education better than the 
sublime expression of love of our Blessed Lord, identifying 
Himself with children, “Whosoever shall receive one such 
child as this in my name, receiveth me.” * 

Now in order that no mistake be made in this work of ut- 
most importance, and in order to conduct it in the best man- 
ner possible with the help of God’s grace, it is necessary to have 


? Prov. xxii, 6. 
* Hom. 60 in c. xviii Matt. 
* Mark ix, 36. 
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a clear and definite idea of Christian education in its essential 
aspects, viz., who has the mission to educate, who are the sub- 
jects to be educated, what are the necessary accompanying cir- 
cumstances, what is the end and object proper to Christian 
education according to God's established order in the economy 
of His Divine Providence. 


I. To Whom Does Education Belong? 


Education is essentially a social and not a mere individual 
activity. Now there are three necessary societies, distinct from 
one another and yet harmoniously combined by God, into 
which man is born: two, namely the family and civil society, 
belong to the natural order; the third, the Church, to the 
supernatural order. 

In the first place comes the family, instituted directly by 
God for its peculiar purpose, the generation and formation of 
offspring; for this reason it has priority of nature and therefore 
of rights over civil society. Nevertheless, the family is an im- 
perfect society, since it has not in itself all the means for its 
own complete development; whereas civil society is a perfect 
society, having in itself all the means for its peculiar end, which 
is the temporal well-being of the community; and so, in this 
respect, that is, in view of the common good, it has preemi- 
nence over the family, which finds its own suitable temporal 
perfection precisely in civil society. 

The third society, into which man is born when through 
Baptism he receives the Divine life of grace, is the Church; a 
society of the supernatural order and of universal extent; a per- 
fect society, because it has in itself all the means required for 
its own end, which is the eternal salvation of mankind; hence it 
is supreme in its own domain. 
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Consequently, education, which is concerned with man as 
a whole, individually and socially, in the order of nature and 
in the order of grace, necessarily belongs to all these three so- 
cieties, in due proportion, corresponding, according to the dis- 
position of Divine Providence, to the coordination of their 
respective ends. 


A. Epucation BELONGS ro THE CHURCH 


And first of all education belongs preeminently to the 
Church, by reason of a double title in the supernatural order, 
conferred exclusively upon her by God Himself; absolutely 
superior therefore to any other title in the natural order. 


1. Because of Her Mission. The first title is founded upon 
the express mission and supreme authority to teach given her 
by her Divine Founder: “All power is given to me in heaven 
and in earth. Going therefore teach ye all nations, baptizing 
them in the name of the Father, and of the Son, and of the 
Holy Ghost, teaching them to observe all things whatsoever I 
have commanded you, and behold I am with you all days, 
even to the consummation of the world." 5 Upon this magis- 
terial office Christ conferred infallibility, together with the 
command to teach His doctrine. Hence the Church “was set 
by her Divine Author as the pillar and ground of truth, in 
order to teach the Divine Faith to men, and keep whole and 
inviolate the deposit confided to her; to direct and fashion 
men, in all their actions, to purity of morals and integrity of 
life, in accordance with revealed doctrine." $ 


2. Because of Her Supernatural Motherhood. The second 
title is the supernatural motherhood, in virtue of which the 
* Matt. xxviii, 18-20, 
* Pius IX, Ep. "Quum non sine," July 14, 1864. 
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Church, spotless spouse of Christ, generates, nurtures and 
educates souls in the Divine life of grace, with her Sacraments 
and her doctrine. With good reason then does St. Augustine 
maintain: “He has not God for father who refuses to have 
the Church as mother.” 7 

Hence it is that in this proper object of her mission, that 
is, ^in faith and morals, God Himself has made the Church 
sharer in the Divine Magisterium and, by a special privilege, 
granted her immunity from error; hence she is the mistress of 
men, supreme and absolutely sure, and she has inherent in her- 
self an inviolable right to freedom in teaching." * By necessary 
consequence the Church is independent of any sort of earthly 
power as well in the origin as in the exercise of her mission as 
educator, not merely in regard to her proper end and object, 
but in regard to the means necessary and suitable to attain that 
end. Hence with regard to every other kind of human learning 
and instruction, which is the common patrimony of individuals 
and society, the Church has an independent right to make use 
of it, and above all to decide what may help or harm Christian 
education. And this must be so, because the Church as a per- 
fect society has an independent right to the means conducive 
to its end, and because every form of instruction, no less than 
every human action, has a necessary connection with man's 
last end, and therefore cannot be withdrawn from the dictates 
of the Divine law, of which the Church is infallible guardian, 
interpreter and teacher. 

This truth is clearly set forth by Pius X of saintly mem- 


ory: ° 

Whatever a Christian does even in the order of things of earth, 
he may not overlook the supernatural; indeed he must, according to 
the teaching of Christian wisdom, direct all things towards the supreme 


* De Symbolo ad Catech., XIII. 
* Ep. Encyc. “Libertas,” June 20, 1888. 
* Ep. Encyc. "Singulari quaddam,” September 24, 1912. 
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good as to his last end; all his actions, besides, insofar as good or evil 
in the order of morality, that is, in keeping or not with natural and 
Divine law, fall under the judgment and jurisdiction of the Church. 


It is worthy of note how a layman, an excellent writer and 
at the same time a profound and conscientious thinker, has 
been able to understand well and express exactly this funda- 
mental Catholic doctrine: 1 


The Church does not say that morality belongs purely, in the 
sense of exclusively, to her; but that it belongs wholly to her. She has 
never maintained that outside her fold and apart from her teaching, 
man cannot arrive at any moral truth; she has on the contrary more 
than once condemned this opinion because it has appeared under 
more forms than one. She does however say, has said, and will ever 
say, that because of her institution by Jesus Christ, because of the Holy 
Ghost sent her in His name by the Father, she alone possesses what 
she has had immediately from God and can never lose, the whole of 
moral truth, omnem veritatem, in which all individual moral truths 
are included, as well those which man may learn by the help of rea- 
son, as those which form part of revelation or which may be deduced 
from it. 


3. Extent of the Rights of the Church. Therefore with 
full right the Church promotes letters, science, art, insofar as 
necessary or helpful to Christian education, in addition to her 
work for the salvation of souls; founding and maintaining 
schools and institutions adapted to every branch of learning 
and degree of culture. Nor may even physical culture, as it 
is called, be considered outside the range of her maternal 
Supervision, for the reason that it also is a means which may 
help or harm Christian education, 

And this work of the Church in every branch of culture 
is of immense benefit to families and nations which without 


? A. Manzoni, Osservazioni sulla Morale Cattolica, c. III. 
” Cod. Jur. Can., c. 1375. 
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Christ are lost, as St. Hilary points out correctly: “What can 
be more fraught with danger for the world than the rejection 
of Christ?" ?? 

Nor does it interfere in the least with the regulations of 
the State, because the Church in her motherly prudence is not 
unwilling that her schools and institutions for the education 
of the laity be in keeping with the legitimate dispositions of 
civil authority; she is in every way ready to cooperate with this 
authority and to make provision for a mutual understanding, 
should difficulties arise. 

Again it is the inalienable right as well as the indispens- 
able duty of the Church, to watch over the entire education 
of her children, in all institutions, public or private, not merely 
in regard to the religious instruction there given, but in regard 
to every other branch of learning and every regulation insofar 
as religion and morality are concerned.'? 

Nor should the exercise of this right be considered undue 
interference, but rather maternal care on the part of the 
Church in protecting her children from the grave danger of 
all kinds of doctrinal and moral evil. Moreover this watchful- 
ness of the Church not merely can create no real inconven- 
ience, but must on the contrary confer valuable assistance in 
the right ordering and well-being of families and of civil so- 
ciety; for it keeps far away from youth the moral poison which 
at that inexperienced and changeable age more easily pene- 
trates the mind and more rapidly spreads its baneful effects, 
For it is true, as Leo XIII has wisely pointed out, that without 
proper religious and moral instruction "every form of intel- 
lectual culture will be injurious; for young people not accus- 
tomed to respect God, will be unable to bear the restraint of 
a virtuous life, and never having learned to deny themselves 


" Commentar. in Matt. c. xviii. 
? Cod. Jur. Can., cc. 1381, 1382. 
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anything, they will easily be incited to disturb the public or- 
deris 

The extent of the Church's mission in the field of educa- 
tion is such as to embrace every nation, without exception, 
according to the command of Christ; “Teach ye all nations"; * 
and there is no power on earth that may lawfully oppose her 
or stand in her way. In the first place, it extends over all the 
Faithful, of whom she has anxious care as a tender mother. 
For these she has throughout the centuries created and con- 
ducted an immense number of schools and institutions in 
every branch of learning. As we said on a recent occasion: !* 


Right back in the far-off middle ages when there were so many 
(some have even said too many) monasteries, convents, churches, col- 
legiate churches, cathedral chapters, etc., there was attached to each a 
home of study, of teaching, of Christian education. To these we must 
add all the universities, spread over every country and always by the ini- 
tiative and under the protection of the Holy See and the Church. That 
grand spectacle, which today we see better, as it is nearer to us and 
more imposing because of the conditions of the age, was the spectacle 
of all times; and they who study and compare historical events remain 
astounded at what the Church has been able to do in this matter, and 
marvel at the manner m which she has succeeded in fulfilling her God- 
given mission to educate generations of men to a Christian life, pro- 
ducing everywhere a magnificent harvest of fruitful results. But if we 
wonder that the Church in all times has been able to gather about her 
and educate hundreds, thousands, millions of students, no less wonder- 
ful is it to bear in mind what she has done not only in the field pf 
education, but in that also of true and genuine erudition. For, if so 
many treasures of culture, civilization and literature have escaped de- 
struction, this is due to the action by which the Church, even in times 
long past and uncivilized, has shed so bright a light in the domain of 
letters, of philosophy, of art and, in a special manner, of architecture. 

All this the Church has been able to do because her mis- 
sion to educate extends equally to those outside the Fold, see- 

* Ep. Encyc. “Nobilissima Gallorum Gens,” February 8, 1884. 

* Matt. xxviii, 19. 

? Discourse to the Students of Mondragone College, May 14, 1929. 
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ing that all men are called to enter the kingdom of God and 
reach eternal salvation. Just as today when her missions scatter 
schools by the thousands in districts and countries not yet 
Christian, from the banks of the Ganges to the Yellow River 
and the great islands and archipelagos of the Pacific Ocean, 
from the Dark Continent to the Land of Fire and to frozen 
Alaska, so in every age the Church by her missionaries has 
educated to Christian life and to civilization the various peo- 
ples which now constitute the Christian nations of the civilized 
world. 


4. Her Rights Harmonize with Others. Hence it is evi- 
dent that both by right and in fact the mission to educate be- 
longs preeminently to the Church, and that no one free from 
prejudice can have a reasonable motive for opposing or im- 
peding the Church in this her work, of which the world today 
enjoys the precious advantages. 

This is the more true because the rights of the family and 
of the State, even the rights of individuals regarding a just 
liberty in the pursuit of science, of methods of science and 
all sorts of profane culture, not only are not opposed to this 
preeminence of the Church, but are in complete harmony 
with it. The fundamental reason for this harmony is that the 
supernatural order, to which the Church owes her rights, not 
only does not in the least destroy the natural order, to which 
pertain the other rights mentioned, but elevates the natural 
and perfects it, each affording mutual aid to the other, and 
completing it in a manner proportioned to its respective na- 
ture and dignity. The reason is because both come from God, 
who cannot contradict Himself: “The works of God are per- 
fect and all His ways are judgments.” 7 


1 Deut. xxxii, 4. 
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B. Tue Ricur or Parents 


This becomes clearer when we consider more closely and 
in detail the mission of education proper to the family and 
to the State. 

In the first place the Church’s mission of education is 
in wonderful agreement with that of the family, for both 
proceed from God, and in a remarkably similar manner. God 
directly communicates to the family, in the natural order, 
fecundity, which is the principle of life, and hence also the 
principle of education to life, together with authority, the 
principle of order. 

The Angelic Doctor with his wonted clearness of thought 
and precision of style, says: “The father according to the flesh 
has in a particular way a share in that principle which in a 
manner universal is found in God. . . . The father is the 
principle of generation, of education and discipline and of 
everything that bears upon the perfecting of human life.” 18 


1. It Is Anterior to the State. The family therefore holds 
directly from the Creator the mission and hence the right to 
educate the offspring, a right inalienable because inseparably 
joined to the strict obligation, a right anterior to any right 
whatever of civil society and of the State, and therefore in- 
violable on the part of any power on eatth, e 


2. It Is Inviolable. That this right is inviolable St. Thomas 
proves as follows: +° 


The child is naturally something of the father . . . so by natural 
right the child, before teaching the use of reason, is under the father's 
care, Hence it would be contrary to natural justice if the child, before 
the use of reason, were removed from the care of its parents, or if any 
disposition were made concerning him against the will of the parents. 

7 S. Th., 2-2, Q. CII, a. 1. 

"Supp. S. Th. 3p., Q. 41, a. 1. 
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And as this duty on the part of the parents continues up 
to the time when the child is in a position to provide for itself, 
this same inviolable parental right of education also endures. 
“Nature intends not merely the generation of the offspring, 
but also its development and advance to the perfection of man 
considered as man, that is, to the state of virtue," ?? says the 
same St. Thomas. 

The wisdom of the Church in this matter is expressed 
with precision and clearness in the Code of Canon Law, Can. 
1113: “Parents are under a grave obligation to see to the re- 
ligious and moral education of their children, as well as to 
their physical and civic training, as far as they can, and more- 
over to provide for their temporal well-being.” ** 

On this point the common sense of mankind is in such 
complete accord, that they would be in open contradiction 
with it who dared maintain that the children belong to the 
State before they belong to the family, and that the State 
has an absolute right over their children. Untenable is the 
reason they adduce, namely, that man is born a citizen and 
hence belongs primarily to the State, not bearing in mind that 
before being a citizen man must exist; and existence does not 
come from the State, but from the parents, as Leo XIII wisely 
declared: “The children are something of the father, and as it 
were an extension of the person of the father; and, to be per- 
fectly accurate, they enter into and become part of civil so- 
ciety, not directly by themselves, but through the family in 
which they were born.” * “And therefore,” says the same Leo 
XIII, “the father’s power is of such a nature that it cannot be 
destroyed or absorbed by the State; for it has the same origin 
as human life itself.” ?? It does not however follow from this 


» S. Th., 2-2, Q. X, a. 12. 

?: Cod. Jur. Can., c. 1113. 

* Ep. Encyc. "Rerum Novarum,” May 15, 1891. 
? Ibid. 
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that the parents’ right to educate their children is absolute and 
despotic; for it is necessarily subordinated to the last end and 
to natural and Divine law, as Leo XIII declares in another 
memorable Encyclical, where he thus sums up the rights and 
duties of parents: “By nature parents have a right to the 
training of their children, but with this added duty that the 
education and instruction of the child be in accord with the 
- end for which by God's blessing it was begotten. Therefore it 
is the duty of parents to make every effort to prevent any in- 
vasion of their rights in this matter, and to make absolutely 
sure that the education of their children remain under their 
own control in keeping with their Christian duty, and above 
all to refuse to send them to those schools in which there is 
danger of imbibing the deadly poison of impiety.” ?* 

It must be borne in mind also that the obligation of the 
family to bring up children, includes not only religious and 
moral education, but physical and civic education as well,” 
principally insofar as it touches upon religion and morality. 


3. It Is Recognized by Civil Law. This incontestable right 
of the family has at various times been recognized by nations 
anxious to respect the natural law in their civil enactments. 
Thus, to give one recent example, the Supreme Court of the 
United States of North America, in a decision on an important 
controversy, declared that it is not in the competence of the 
State to fix any uniform standard of education by forcing chil- 
dren to receive instruction exclusively in public schools, and 
it bases its decision on the natural law: the child is not the 
mere creature of the State; those who nurture him and direct 
his destiny have the right coupled with the high duty, to edu- 
cate him and prepare him for the fulfilment of his obligations.?* 


* Ep. Encyc. "Sapientiae Christianae," January 10, 1890. 

= Cod. Jur, Can., c. 1113. 

= “The fundamental theory of liberty upon which all governments in 
this Union repose excludes any general power of the State to standardize its 
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4. It Is Protected by the Church. History bears witness 
how, particularly in modern times, the State has violated and 
does violate rights conferred by God on the family. At the 
same time it shows magnificently how the Church has ever 
protected and defended these rights, a fact proved by the 
special confidence which parents have in Catholic schools. As 
We pointed out recently in Our letter to the Cardinal Secre- 
tary of State: ?* 


The family has instinctively understood this to be so, and from 
the earliest days of Christianity down to our own times, fathers and 
mothers, even those of little or no faith, have been sending or bring- 
ing their children to places of education under the direction of the 
Church. 


It is paternal instinct, given by God, that thus turns with 
confidence to the Church, certain of finding in her the protec- 
tion of family rights, thereby illustrating that harmony with 
which God has ordered things. The Church is indeed con- 
scious of her Divine mission to all mankind, and of the obliga- 
tion which all men have to practice the one true religion; and 
therefore she never tires of defending her right, and of re- 
minding parents of their duty, to have all Catholic-born chil- 
dren baptized and brought up as Christians. On the other 
hand, so jealous is she of the family’s inviolable natural right 
to educate the children that she never consents, save under 
peculiar circumstances and with special cautions, to baptize 
the children of infidels, or provide for their education against 
the will of the parents, till such time as the children can choose 
for themselves and freely embrace the Faith.” 


children by forcing them to accept instruction from public teachers only. The 
child is not the mere creature of the State; those who nurture him and direct 
his destiny have the right coupled with the high duty, to recognize and 


prepare him for additional duties " 
—U.S. Supreme Court Decision in the Oregon School Case, June 1, 1925. 


= Letter to the Cardinal Secretary of State, May 30, 1929. 
* Cod. Jur. Can., c. 750 $2; S. Th. 2-2, Q. X, a. 12. 


387 


THE CATHOLIC PHILOSOPHY OF EDUCATION 


We have therefore two facts of supreme importance, as 
We said in Our discourse cited above: the Church placing at 
the disposal of families her office of teacher and educator, and 
the families eager to profit by the offer, and entrusting their 
children to the Church in hundreds and thousands. These two 
facts recall and proclaim a striking truth of the greatest signifi- 
cance in the moral and social order. They declare that the mis- 
sion of education regards before all, above all, primarily the 
Church and the family, and this by natural and Divine law, 
and that therefore it cannot be slighted, cannot be evaded, 
cannot be supplanted.?? 


C. Tue RIGHT or THE STATE 


From such priority of rights on the part of the Church 
and of the family in the field of education, most important 
advantages, as we have seen, accure to the whole of society. 
Moreover in accordance with the divinely established order of 
things, no damage can follow from it to the true and just rights 
of the State in regard to the education of its citizens. 

These rights have been conferred upon civil society by 
the Author of nature Himself, not by title of fatherhood, as 
in the case of the Church and of the family, but in virtue of 
the authority which it possesses to promote the common tem- 
poral welfare, which is precisely the purpose of its existence. 
Consequently education cannot pertain to civil society in 
the same way in which it pertains to the Church and to the 
family, but in a different way corresponding to its own par- 
ticular end and object. 


1. Measured by the Common Good. Now this end and 
object, the common welfare in the temporal order, consists 
in that peace and security in which families and individual 

? Discourse to the Students of Mondragone College, May 14, 1929. 
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citizens have the free exercise of their rights, and at the same 
time enjoy the greatest spiritual and temporal prosperity pos- 
sible in this life, by the mutual union and coordination of 
the work of all. The function therefore of the civil authority 
residing in the State is twofold, to protect and to foster, but 
by no means to absorb the family and the individual, or to 
substitute itself for them. 


2. Has Duty to Protect. Accordingly in the matter of edu- 
cation, it is the right, or to speak more correctly, it is the duty 
of the State to protect in its legislation, the prior rights, already 
described, of the family as regard the Christian education of 
its offspring, and consequently also to respect the supernatural 
rights of the Church in this same realm of Christian educa- 
tion. 

It also belongs to the State to protect the rights of the 
child itself when the parents are found wanting either physi- 
cally or morally in this respect, whether by default, incapacity 
or misconduct, since, as has been shown, their right to edu- 
cate is not an absolute and despotic one, but dependent on 
the natural and Divine law, and therefore subject alike to the 
authority and jurisdiction of the Church, and to the vigilance 
and administrative care of the State in view of the common 
good. Besides, the family is not a perfect society, that is, it 
has not in itself all the means necessary for its full develop- 
ment. In such cases, exceptional no doubt, the State does not 
put itself in the place of the family, but merely supplies de- 
ficiencies, and provides suitable means, always in conformity 
with the natural rights of the child and the supernatural rights 
of the Church. 

In general then it is the right and duty of the State to 
protect, according to the rules of right reason and faith, the 
moral and religious education of youth, by removing public 
impediments that stand in the way. 
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3. Has Duty to Foster. In the first place it pertains to the 
State, in view of the common good, to promote in various ways 
the education and instruction of youth. It should begin by 
encouraging and assisting, of its own accord, the initiative and 
activity of the Church and the family, whose successes in this 
field have been clearly demonstrated by history and experience. 
It should moreover supplement their work whenever this falls 
short of what is necessary, even by means of its own schools 
and institutions. For the State more than any other society is 
provided with the means put at its disposal for the needs of 
all, and it is only right that it use these means to the advantage 
of those who have contributed them.*° 

Over and above this, the State can exact, and take meas- 
ures to secure that all its citizens have the necessary knowl- 
edge of their civic and political duties, and a certain degree of 
physical, intellectual and moral culture, which, considering 
the conditions of our times, is really necessary for the common 
good. 

However, it is clear that in all these ways of promoting 
education and instruction, both public and private, the State 
should respect the inherent rights of the Church and of the 
family concerning Christian education, and moreover have 
regard for distributive justice. Accordingly, unjust and un- 
lawful is any monopoly, educational or scholastic, which, 
physically or morally, forces families to make use of govern- 
ment schools, contrary to the dictates of their Christian con- 
science, or contrary even to their legitimate preferences. 


4. Can Reserye Certain Forms to Itself. 'This does not 
prevent the State from making due provision for the right ad- 
ministration of public affairs and for the protection of its 
peace, within or without the realm. These are things which 
directly concern the public good and call for special aptitudes 

% Ibid, 
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and special preparation. The State may therefore reserve to it- 
self the establishment and direction of schools intended to 
prepare for certain civic duties and especially for military serv- 
ice, provided it be careful not to injure the rights of the 
Church or of the family in what pertains to them. It is well to 
repeat this warning here; for in these days there is spreading a 
spirit of nationalism which is false and exaggerated, as well as 
dangerous to true peace and prosperity. Under its influence 
various excesses are committed in giving a military turn to 
the so-called physical training of boys (sometimes even of 
girls, contrary to the very instincts of human nature); or again 
in usurping unreasonably on Sunday the time which should 
be devoted to religious duties and to family life at home. It is 
not Our intention however to condemn what is good in the 
spirit of discipline and legitimate bravery promoted by these 
methods; We condemn only what is excessive, as for example 
violence, which must not be confounded with courage nor 
with the noble sentiment of military valor in defense of coun- 
try and public order; or again exaltation of athleticism which 
even in classic pagan times marked the decline and downfall 
of genuine physical training. 

In general also it belongs to civil society and the State to 
provide what may be called civic education, not only for its 
youth, but for all ages and classes. This consists in the practice 
of presenting publicly to groups of individuals information 
having an intellectual, imaginative and emotional appeal, cal- 
culated to draw their wills to what is upright and honest, and 
to urge its practice by a sort of moral compulsion, positively 
by disseminating such knowledge, and negatively by sup- 
pressing what is opposed to it?! This civic education, so wide 
and varied in itself as to include almost every activity of the 


=P, L. Taparelli, Saggio teor. di Diritto Naturale, n. 922; a work never 
sufficiently praised and recommended to university students (cf. Our Discourse 
of December 18, 1927)- 
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State intended for the public good, ought also to be regulated 
by the norms of rectitude, and therefore cannot conflict with 
the doctrines of the Church, which is the divinely appointed 
teacher of these norms. 


5. Relation between Church and State. All that we have 
said so far regarding the activity of the State in educational 
matters, rests on the solid and immovable foundation of the 
Catholic doctrine of the Christian Constitution of States set 
forth in such masterly fashion by Our Predecessor Leo XIII, 
notably in the Encyclicals Immortale Dei and Sapientiae 
Christianae. He writes as follows: *” 


God has divided the government of the human race between two 
authorities, ecclesiastical and civil, establishing one over things Divine, 
the other over things human. Both are supreme, each in its own 
domain; each has its own fixed boundaries which limit its activities. 
These boundaries are determined by the peculiar nature and the 
proximate end of each, and describe as it were a sphere within which, 
with exclusive right, each may develop its influence. As however the 
same subjects are under the two authorities, it may happen that the 
same matter, though from a different point of view, may come under 
the competence and jurisdiction of each of them. It follows that 
Divine Providence, whence both authorities have their origin, must 
have traced with due order the proper line of action for each. The 
powers that are, are ordained of God. 


Now the education of youth is precisely one of those mat- 
ters that belong both to the Church and to the State, “though 
in different ways," as explained above: ?? 


"Therefore [continues Leo XIII] between the two powers there 
must reign a well-ordained harmony. Not without reason may this 
mutua] agreement be compared to the union of body and soul in man. 
Its nature and extent can only be determined by considering, as we 
have said, the nature of each of the two powers, and in particular the 
excellence and nobility of the respective ends. To one is committed 


“ Ep. Encyc. “Immortale Dei,” November 1, 1885. 
? Ibid. 
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directly and specifically the charge of what is helpful in worldly mat- 
ters; while the other is to concern itself with the things that pertain to 
heaven and eternity. Everything therefore in human affairs that is in 
any way sacred, or has reference to the salvation of souls and the wor- 
ship of God, whether by its nature or by its end, is subject to the juris- 
diction and discipline of the Church. Whatever else is comprised in 
the civil and political order, rightly comes under the authority of the 
State; for Christ commanded us to give to Caesar the things that are 
Caesar's, and to God the things that are God's. 


Whoever refuses to admit these principles, and hence to 
apply them to education, must necessarily deny that Christ 
has founded His Church for the eternal salvation of mankind, 
and maintain instead that civil society and the State are not 
subject to God and to His law, natural and Divine. Such a doc- 
trine is manifestly impious, contrary to right reason, and, 
especially in this matter of education, extremely harmful to 
the proper training of youth, and disastrous as well for civil 
society as for the well-being of all mankind. On the other hand, 
from the application of these principles there inevitably result 
immense advantages for the right formation of citizens. This 
is abundantly proved by the history of every age. Tertullian 
in his Apologeticus could throw down a challenge to the ene- 
mies of the Church in the early days of Christianity, just as 
St. Augustine did in his; and we today can repeat with him: ™ 


Let those who declare the teaching of Christ to be opposed to the 
Welfare of the state, furnish us with an army of soldiers such as Christ 
says soldiers ought to be; let them give us subjects, husbands, wives, 
parents, children, masters, servants, kings, judges, taxpayers and tax- 
gatherers who live up to the teachings of Christ; and then let them 
dare assert that Christian doctrine is harmful to the State. Rather let 
them not hesitate one moment to acclaim that doctrine, rightly ob- 
served, the greatest safeguard of the State. 


While treating of education, it is not out of place to show 
here how an ecclesiastical writer, who flourished in more re- 
* Ep. 138. 
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cent times, during the Renaissance, the holy and learned 
Cardinal Silvio Antoniano, to whom the cause of Christian 
education is greatly indebted, has set forth most clearly this 
well-established point of Catholic doctrine. He had been a 
disciple of that wonderful educator of youth, St. Philip Neri; 
he was teacher and Latin secretary to St. Charles Borromeo, 
and it was at the latter's suggestion and under his inspiration 
that he wrote his splendid treatise on The Christian Education 
of Youth. In it he argues as follows: *° 


The more closely the temporal power of a nation aligns itself 
with the spiritual, and the more it fosters and promotes the latter, by 
so much the more it contributes to the conservation of the common- 
wealth. For it is the aim of the ecclesiastical authority by the use of 
spiritual means, to form good Christians in accordance with its own 
particular end and object; and in doing this it helps at the same time 
to form good citizens, and prepares them to meet their obligations as 
members of a civil society. This follows of necessity because in the 
City of God, the Holy Roman Catholic Church, a good citizen and 
an upright man are absolutely one and the same thing. How grave 
therefore is the error of those who separate things so closely united, 
and who think that they can produce good citizens by ways and 
methods other than those which make for the formation of good Chris- 
tians. For, let human prudence say what it likes and reason as it 
pleases, it is impossible to produce true temporal peace and tran- 
quillity by things repugnant or opposed to the peace and happiness of 
eternity. 


6. Relation of Church and Science. What is true of the 
State, is true also of science, scientific methods and scientific 
research; they have nothing to fear from the full and perfect 
mandate which the Church holds in the field of education. 
Our Catholic institutions, whatever their grade in the educa- 
tional and scientific world, have no need of apology. The es- 
teem they enjoy, the praise they receive, the learned works 
which they promote and produce in such abundance, and 
= Dell’ educaz. crist., lib. I, c. 43. 
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above all, the men, fully and splendidly equipped, whom they 
provide for the magistracy, for the professions, for the teaching 
career, in fact for every walk of life, more than sufficiently 
testify in their favor.?* 

These facts moreover present a most striking confirmation 
of Catholic doctrine defined by the Vatican Council?" 


Not only is it impossible for Faith and reason to be at variance 
with each other, they are on the contrary of mutual help. For while 
right reason establishes the foundations of Faith, and, by the help of 
its light, develops a knowledge of the things of God, Faith on the 
other hand frees and preserves reason from error and enriches it with 
varied knowledge. The Church therefore, far from hindering the pur- 
suit of the arts and sciences, fosters and promotes them in many ways. 
For she is neither ignorant nor unappreciative of the many advantages 
which flow from them to mankind. On the contrary, she admits that 
just as they come from God, Lord of all knowledge, so too if rightly 
used, with the help of His Grace they lead to God. Nor does she 
prevent the sciences, each in its own sphere, from making use of 
principles and methods of their own. Only while acknowledging the 
freedom due to them, she takes every precaution to prevent them from 
falling into error by opposition to Divine doctrine, or from overstep- 
ping their proper limits, and thus invading and disturbing the domain 
of Faith. 


This norm of a just freedom in things scientific, serves 
also as an inviolable norm of a just freedom in things didactic, 
or for rightly understood liberty in teaching; it should be ob- 

oserved therefore in whatever instruction is imparted to others. 
Its obligation is all the more binding in justice when there is 
question of instructing youth. For in this work the teacher, 
whether public or private, has no absolute right of his own, 
but only such as has been communicated to him by others. Be- 
sides every Christian child or youth has a strict right to instruc- 
tion in harmony with the teaching of the Church, the pillar 
and ground of truth. And whoever disturbs the pupil’s faith 


3 Letter to the Cardinal Secretary of State, May 30, 1929. 
™ Conc. Vat., Sess. 3, Cap. 4- 
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in any way, does him grave wrong, inasmuch as he abuses the 
trust which children place in their teachers, and takes unfair 
advantage of their inexperience and of their natural craving for 
unrestrained liberty, at once illusory and false. 


II, Subject of Education 


A. THe WnuorkE Man 


In fact it must never be forgotten that the subject of 
Christian education is man whole and entire, soul united to 
body in unity of nature, with all his faculties natural and 
supernatural, such as right reason and Revelation show him 
to be; man, therefore, fallen from his original estate, but re- 
deemed by Christ and restored to the supernatural condition 
of adopted son of God, though without the preternatural 
privileges of bodily immortality or perfect control of appetite. 
There remains, therefore, in human nature the effects of 
Original Sin, the chief of which are weakness of will and dis- 
orderly inclinations. 

“Folly is bound up in the heart of a child and the rod of 
correction shall drive it away.” ** Disorderly inclinations then 
must be corrected, good tendencies encouraged and regulated 
from tender childhood, and above all the mind must be en- 
lightened and the will strengthened by supernatural truth and: 
by the means of grace, without which it is impossible to con- 
trol evil impulses, impossible to attain to the full and com- 
plete perfection of education intended by the Church, which 
Christ has endowed so richly with Divine doctrine and with 
the Sacraments, the efficacious means of grace. 


* Prov. xxii, 15. 
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B. NATURALISM 


Hence every form of pedagogic naturalism which in any 
way excludes or overlooks supernatural Christian formation 
in the teaching of youth, is false. Every method of education 
founded, wholly or in part, on the denial or forgetfulness of 
Original Sin and of grace, and relying on the sole powers of 
human nature, is unsound. Such, generally speaking, are those 
modern systems bearing various names which appeal to a pre- 
tended self-government and unrestrained freedom on the part 
of the child, and which diminish or even suppress the teacher's 
authority and action, attributing to the child an exclusive 
primacy of initiative, and an activity independent of any 
higher law, natural or Divine, in the work of his education. 


1. False and Damaging. If any of these terms are used, 
less properly, to denote the necessity of a gradually more active 
cooperation on the part of the pupil in his own education; if 
the intention is to banish from education despotism and vio- 
lence, which, by the way, just punishment is not, this would 
be correct, but in no way new. It would mean only what has 
been taught and reduced to practice by the Church in tradi- 
tional Christian education, in imitation of the method em- 
ployed by God Himself towards His creatures, of whom He 
demands active cooperation according to the nature of each; 
for His Wisdom "reacheth from end to end mightily and 
ordereth all things sweetly.” ? 

But alas! it is clear from the obvious meaning of the words 
and from experience, that what is intended by not a few, is 
the withdrawal of education from every sort of dependence on 
the Divine law. So today we see, strange sight indeed, edu- 
cators and philosophers who spend their lives in searching for 


® Wisdom viii, 1. 
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a universal moral code of education, as if there existed no 
Decalogue, no Gospel law, no law even of nature stamped by 
God on the heart of man, promulgated by right reason, and 
codified in positive Revelation by God Himself in the Ten 
Commandments. These innovators are wont to refer con- 
temptuously to Christian education as “heteronomous,” “pas- 
sive,” “obsolete,” because founded upon the authority of God 
and His holy law. 

Such men are miserably deluded in their claim to emanci- 
pate, as they say, the child, while in reality they are making 
him the slave of his own blind pride and of his disorderly af- 
fections, which, as a logical consequence of this false system, 
come to be justified as legitimate demands of a so-called au- 
tonomous nature. 

But, what is worse is the claim, not only vain but false, 
irreverent and dangerous, to submit to research, experiment 
and conclusions of a purely natural and profane order, those 
matters of education which belong to the supernatural order; 
as for example questions of priestly or religious vocation, and 
in general the secret workings of grace which indeed elevate 
the natural powers, but are infinitely superior to them, and 
may nowise be subjected to physical laws, for “the Spirit 
breatheth where He will." 4° 


2. Sex Education. Another very grave danger is that nat- 
uralism which nowadays invades the field of education in that 
most delicate matter of purity of morals. Far too common is 
the error of those who with dangerous assurance and under an 
ugly term propagate a so-called sex-education, falsely imagin- 
ing they can forearm youths against the dangers of sensuality 
by means purely natural, such as a foolhardy initiation and 
precautionary instruction for all indiscriminately, even in 
public; and, worse still, by exposing them at an early age to 

^ John iii, 8. 
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the occasions, in order to accustom them, so it is argued, and 
as it were to harden them against such dangers. 

Such persons grievously err in refusing to recognize the 
inborn weakness of human nature, and the law of which the 
Apostle speaks, fighting against the law of the mind; ** and 
also in ignoring the experience of facts, from which it is clear 
that, particularly in young people, evil practices are the effect 
not so much of ignorance of intellect as of weakness of a will 
exposed to dangerous occasions, and unsupported by the means 
of grace. 

In this extremely delicate matter, if, all things considered, 
some private instruction is found necessary and opportune, 
from those who hold from God the commission to teach and 
who have the grace of state, every precaution must be taken. 
Such precautions are well known in traditional Christian edu- 
cation, and are adequately described by Antoniano cited 
above, when he says: *? 


Such is our frailty and inclination to sin, that often in the very 
things considered to be remedies against sin, we find occasions for and 
inducements to sin itself. Hence it is of the highest importance that a 
good father, while discussing with his son a matter so delicate, should 
be well on his guard and not descend to details, nor refer to the 
various ways in which this infernal hydra destroys with its poison so 
large a portion of the world; otherwise it may happen that instead of 
extinguishing this fire, he unwittingly stirs or kindles it in the simple 
dnd tender heart of the child. Speaking generally, during the period 
of childhood it suffices to employ those remedies which produce the 
double effect of opening the door to the virtue of purity and closing 
the door upon vice. 


3. Coeducation. False also and harmful to Christian edu- 
cation is the so-called method of “coeducation.” This too, by 
many of its supporters, is founded upon naturalism and the 


“ Rom. vii, 23. 
*? Dell "educazione cristiana dei figliuoli, lib. II, c. 88. 
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denial of Original Sin; but by all, upon a deplorable confusion 
of ideas that mistakes a leveling promiscuity and equality, for 
the legitimate association of the sexes. The Creator has or- 
dained and disposed perfect union of the sexes only in matri- 
mony, and, with varying degrees of contact, in the family and 
in society. Besides there is not in nature itself, which fashions 
the two quite different in organism, in temperament, in abili- 
ties, anything to suggest that there can be or ought to be 
promiscuity, and much less equality, in the training of the two 
sexes. These, in keeping with the wonderful designs of the 
Creator, are destined to complement each other in the family 
and in society, precisely because of their differences, which 
therefore ought to be maintained and encouraged during their 
years of formation, with the necessary distinction and cor- 
responding separation, according to age and circumstances. 
These principles, with due regard to time and place, must, in 
accordance with Christian prudence, be applied to all schools, 
particularly in the most delicate and decisive period of forma- 
tion, that, namely, of adolescence; and in gymnastic exercises 
and deportment, special care must be had of Christian mod- 
esty in young women and girls, which is so gravely impaired 
by any kind of exhibition in public. 

Recalling the terrible words of the Divine Master: "Woe 
to the world because of scandals!" * We most earnestly appeal 
to your solicitude and your watchfulness, Venerable Brethren, 
against these pernicious errors, which, to the immense harm of 
youth, are spreading far and wide among Christian peoples. 


III. Environment of Education 


In order to obtain perfect education, it is of the utmost 
importance to see that all those conditions which surround the 


? Matt. xviii, 7. 
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child during the period of his formation, in other words that 
the combination of circumstances which we call environment, 
correspond exactly to the end proposed. 


A. Tue CHRISTIAN FAMILY 


The first natural and necessary element in this environ- 
ment, as regards education, is the family, and this precisely be- 
cause so ordained by the Creator Himself. Accordingly that 
education, as a rule, will be more effective and lasting which 
is received in a well-ordered and well-disciplined Christian 
family; and more efficacious in proportion to the clear and 
constant good example set, first by the parents, and then by 
the other members of the household. 

It is not our intention to treat formally the question of 
domestic education, nor even to touch upon its principal 
points. The subject is too vast. Besides there are not lacking 
special treatises on this topic by authors, both ancient and 
modern, well known for their solid Catholic doctrine. One 
which seems deserving of special mention is the golden treatise 
already referred to, of Antoniano, on The Christian Education 
of Youth, which St. Charles Borromeo ordered to be read in 
public to parents assembled in their churches. 

Nevertheless, Venerable Brethren and beloved children, 
We wish to call your attention in a special manner to the 
present-day lamentable decline in family education. The 
offices and professions of a transitory and earthly life, which 
are certainly of far less importance, are prepared for by long 
and careful study; whereas for the fundamental duty and obli- 
gation of educating their children, many parents have little or 
no preparation, immersed as they are in temporal cares. The 
declining influence of domestic environment is further weak- 
ened by another tendency, prevalent almost everywhere today, 
which, under one pretext or another, for economic reasons, or 
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for reasons of industry, trade or politics, causes children to 
be more and more frequently sent away from home even in 
their tenderest years. And there is a country where the chil- 
dren are actually being torn from the bosom of the family, to 
be formed (or, to speak more accurately, to be deformed and 
depraved) in godless schools and associations, to irreligion 
and hatred, according to the theories of those who teach com- 
mon ownership of all things; and thus is renewed in a real and 
more terrible manner the slaughter of the Innocents. 

For the love of Our Savior Jesus Christ, therefore, we 
implore pastors of souls, by every means in their power, by 
instructions and catechisms, by word of mouth and written 
articles widely distributed, to warn Christian parents of their 
grave obligations. And this should be done not in a merely 
theoretical and general way, but with practical and specific 
application to the various responsibilities of parents touching 
the religious, moral and civil training of their children, and 
with indication of the methods best adapted to make their 
training effective, supposing always the influence of their own 
exemplary lives. The Apostle of the Gentiles did not hesitate 
to descend to such details of practical instruction in his epis- 
tles, especially in the Epistle to the Ephesians, where among 
other things he gives this advice: “And you, fathers, provoke 
not your children to anger.” ** This fault is the result not so 
much of excessive severity, as of impatience and of ignorance 
of means best calculated to effect a desired correction; it is 
also due to the all too common relaxation of parental disci- 
pline which fails to check the growth of evil passions in the 
hearts of the younger generation. Parents therefore, and all 
who take their place in the work of education, should be care- 
ful to make right use of the authority given them by God, 
whose vicars in a true tense they are. This authority is not 
given for their own advantage, but for the proper up-bringing 

“ Ephes. vi, 4. 
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of their children in a holy and filial “fear of God, the begin- 
ning of wisdom,” on which foundation alone all respect for 
authority can rest securely; and without which, order, tran- 
quillity and prosperity, whether in the family or in society, 
will be impossible. 


B. Tue Cnuuncu's EDUCATIONAL WORKS 


To meet the weakness of man's fallen nature, God in 
His goodness has provided the abundant helps of His grace 
and the countless means with which He has endowed the great 
family of Christ, the Church. The Church, therefore, is the 
educational environment most intimately and harmoniously 
associated with the Christian family. 

This educational environment of the Church embraces 
the Sacraments, divinely efficacious means of grace, the sacred 
ritual, so wonderfully instructive, and the material fabric of 
her churches, whose liturgy and art have an immense educa- 
tional value; but it also includes the great number and variety 
of schools, associations and institutions of all kinds, established 
for the training of youth in Christian piety, together with 
literature and the sciences, not omitting recreation and physi- 
cal culture. And in this inexhaustible fecundity of educational 
works, how marvelous, how incomparable is the Church's ma- 
ternal providence! So admirable too is the harmony which she 
maintains with the Christian family, that the Church and 
the family may be said to constitute together one and the 
same refuge and temple of Christian education. 


C. THE SCHOOL 


Since however the younger generation must be trained in 
the arts and sciences for the advantage and prosperity of civil 
society, and since the family of itself is unequal to this task, 
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it was necessary to create that social institution, the school. 
But let it be borne in mind that this institution owes its exist- 
ence to the initiative of the family and of the Church, long 
before it was undertaken by the State. Hence, considered in its 
historical origin, the school is by its very nature an institution 
subsidiary and complementary to the family and to the 
Church. It follows logically and necessarily that it must not 
be in opposition to, but in positive accord with those other 
two elements, and form with them a perfect moral union, con- 
stituting one sanctuary of education, as it were, with the fam- 
ily and the Church. Otherwise it is doomed to fail of its pur- 
pose, and to become instead an agent of destruction. 

This principle we find recognized by a layman, famous 
for his pedagogical writings, though these because of their lib- 
eralism cannot be unreservedly praised. “The school,” he 
writes, “if not a temple, is a den.” And again: “When literary, 
social, domestic and religious education do not go hand in 
hand, man is unhappy and helpless." ** 


1. “Neutral” School. From this it follows that the so- 
called "neutral" or "lay" school, from which religion is ex- 
cluded, is contrary to the fundamental principles of educa- 
tion. Such a school moreover cannot exist in practice; it is 
bound to become irreligious. There is no need to repeat what 
Our predecessors have declared on this point, especially Pius 
IX and Leo XIII, at times when laicism was beginning in a 
Special manner to infest the public school. We renew and 
confirm their declarations,** as well as the Sacred Canons in 
which the frequenting of non-Catholic schools, whether neu- 


“Nic. Tommaseo, Pensieri sull 'educazione, Part 1, 3, 6. 

“ Pius IX, Ep. "Quum non sine,” July 14, 1864; Syllabus, Prop. 48; Leo 
XIII, Alloc. "Summi Pontificatus," August 20, 1880; Ep. Encyc. “Nobilissima,” 
February 8, 1884; Ep. Encyc. “Quod Multum,” August 22, 1886; Ep. “Officio 
Sanctissimo,” December 22, 1887; Ep. Encyc. “Caritatis,” March 19, 1894; 
etc. (Cf. Cod. Jur. Can. cum Fontium Annot., c. 1374). 
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tral or mixed, those namely which are open to Catholics and 
non-Catholics alike, is forbidden for Catholic children, and 
can be at most tolerated, on the approval of the Ordinary 
alone, under determined circumstances of place and time, and 
with special precautions." 


2. “Mixed” School. Neither can Catholics admit that 
other type of mixed school (least of all the so-called école 
unique, obligatory on all), in which the students are provided 
with separate religious instruction, but receive other lessons 
in common with non-Catholic pupils from non-Catholic 
teachers. 

For the mere fact that a school gives some religious in- 
struction (often extremely stinted), does not bring it into 
accord with the rights of the Church and of the Christian 
family, or make it a fit place for Catholic students. To be this, 
it is necessary that all the teaching and the whole organiza- 
tion of the school, and its teachers, syllabus and textbooks in 
every branch, be regulated by the Christian spirit, under the 
direction and maternal supervision of the Church; so that Re- 
ligion may be in very truth the foundation and crown of the 
youth’s entire training; and this in every grade of school, not 
only the elementary, but the intermediate and the higher 
institutions of learning as well. To use the words of Leo 
XIII: * 


It is necessary not only that religious instruction be given to the 
young at certain fixed times, but also that every other subject taught 
be permeated with Christian piety. If this is wanting, if this sacred 
atmosphere does not pervade and warm the hearts of masters and 
scholars alike, little good can be expected from any kind of learning, 
and considerable harm will often be the consequence. 


* Cod. Jur. Can., c. 1374. 
*5 Ep. Encyc. “Militantis Ecclesiae," August 1, 1897. 
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3. Catholic School. And let no one say that in a nation 
where there are different religious beliefs, it is impossible to 
provide for public instruction otherwise than by neutral or 
mixed schools. In such a case it becomes the duty of the State, 
indeed it is the easier and more reasonable method of pro- 
cedure, to leave free scope to the initiative of the Church and 
the family, while giving them such assistance as justice de- 
mands. That this can be done to the full satisfaction of fami- 
lies, and to the advantage of education and of public peace 
and tranquillity, is clear from the actual experience of some 
countries comprising different religious denominations. There 
the school legislation respects the rights of the family, and 
Catholics are free to follow their own system of teaching in 
schools that are entirely Catholic. Nor is distributive justice 
lost sight of, as is evidenced by the financial aid granted by 
the State to the several schools demanded by the families. 

In other countries of mixed creeds, things are otherwise, 
and a heavy burden weighs upon Catholics, who under the 
guidance of their Bishops and with the indefatigable coopera- 
tion of the clergy, secular and regular, support Catholic schools 
for their children entirely at their own expense; to this they 
feel obliged in conscience, and with a generosity and con- 
stancy worthy of all praise, they are firmly determined to 
make adequate provision for what they openly profess as their 
motto: “Catholic education in Catholic schools for all tke 
Catholic youth.” If such education is not aided from public 
funds, as distributive justice requires, certainly it may not be 
opposed by any civil authority ready to recognize the rights of 
the family, and the irreducible claims of legitimate liberty. 

Where this fundamental liberty is thwarted or interfered 
with, Catholics will never feel, whatever may have been the 
sacrifices already made, that they have done enough for the 
support and defense of their schools and for the securing of 
laws that will do them justice. 
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a. Catholic Action Through the School. For whatever 
Catholics do in promoting and defending the Catholic school 
for their children, is a genuinely religous work and therefore 
an important task of "Catholic Action." For this reason the 
associations which in various countries are so zealously en- 
gaged in this work of prime necessity, are especially dear to 
Our paternal heart and are deserving of every commendation. 

Let it be loudly proclaimed and well understood and 
recognized by all, that Catholics, no matter what their na- 
tionality, in agitating for Catholic schools for their children, 
are not mixing in party politics, but are engaged in a religious 
enterprise demanded by conscience. They do not intend to 
separate their children either from the body of the nation or 
its spirit, but to educate them in a perfect manner, most con- 
ducive to the prosperity of the nation. Indeed a good Catholic, 
precisely because of his Catholic principles, makes the better 
citizen, attached to his country, and loyally submissive to con- 
stituted civil authority in every legitimate form of government. 

In such a school, in harmony with the Church and the 
Christian family, the various branches of secular learning will 
not enter into conflict with religious instruction to the mani- 
fest detriment of education. And if, when occasion arises, it 
be deemed necessary to have the students read authors pro- 
pounding false doctrine, for the purpose of refuting it, this 
will be done after due preparation and with such an antidote 
of sound doctrine, that it will not only do no harm, but will 
be an aid to the Christian formation of youth. 

In such a school, moreover, the study of the vernacular 
and of classical literature will do no damage to moral virtue. 
There the Christian teacher will imitate the bee, which takes 
the choicest part of the flower and leaves the rest, as St. Basil 
teaches in his discourse to youths on the study of the classics.'? 
Nor will this necessary caution, suggested also by the pagan 


* P. G., t. 31, 570. 
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Quintilian" in any way hinder the Christian teacher from 
gathering and turning to profit, whatever there is of real worth 
in the systems and methods of our modern times, mindful of 
the Apostle's advice: “Prove all things: hold fast that which 
is good.” ** Hence in accepting the new, he will not hastily 
abandon the old, which the experience of centuries has found 
expedient and profitable. This is particularly true in the teach- 
ing of Latin, which in our days is falling more and more into 
disuse, because of the unreasonable rejection of methods so 
successfully used by that sane humanism, whose highest de- 
velopment was reached in the schools of the Church. These 
noble traditions of the past require that the youth committed 
to Catholic schools be fully instructed in the letters and sci- 
ences in accordance with the exigencies of the times. They 
also demand that the doctrine imparted be deep and solid, 
especially in sound philosophy, avoiding the muddled super- 
ficiality of those “who perhaps would have found the neces- 
sary, had they not gone in search of the superfluous.” °? In 
this connection Christian teachers should keep in mind what 
Leo XIII says in a pithy sentence:? 

Greater stress must be laid on the employment of apt and solid 
methods of teaching, and, what is still more important, on bringing 
into full conformity with the Catholic Faith, what is taught in liter- 
ature, in the sciences, and above all in philosophy, on which depends 
in great part the right orientation of the other branches of knowledge. 


b. Good Teachers. Perfect schools are the result not so 
much of good methods as of good teachers, teachers who are 
thoroughly prepared and well-grounded in the matter they 
have to teach; who possess the intellectual and moral qualifi- 
cations required by their important office; who cherish a pure 


? Inst. Or., I, 8. 


al Thess. v, 21. 


Seneca, Ep. 45. 
5 Leo XIII, Ep. Encyc. “Inscrutabili,’ April 21, 1878. 
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and holy loye for the youths confided to them, because they 
love Jesus Christ and His Church, of which these are the chil- 
dren of predilection; and who have therefore sincerely at heart 
the true good of family and country. Indeed it fills Our soul 
with consolation and gratitude towards the Divine Goodness 
to sce, side by side with Religious men and women engaged 
in teaching, such a large number of excellent lay teachers, 
who, for their greater spiritual advancement, are often grouped 
in special sodalities and associations, which are worthy of 
praise and encouragement as most excellent and powerful 
auxiliaries of “Catholic Action.” All these labor unselfishly 
with zeal and perseverance in what St. Gregory Nazianzen 
calls “the art of arts and the science of sciences,” * the di- 
rection and formation of youth. Of them also it may be said 
in the words of the Divine Master: “The harvest indeed is 
great, but the laborers few.” ?* Let us then pray the Lord of 
the harvest to send more such workers into the field of Chris- 
tian education; and let their formation be one of the principal 
concerns of the pastors of souls and of the superiors of Reli- 
gious Orders. 


D. Tue WORLD AND ITS DANGERS 


It is no less necessary to direct and watch the education 
of, the adolescent, "soft as wax to be moulded into vice,” °* 
in whatever other environment he may happen to be, remov- 
ing occasions of evil and providing occasions for good in his. 
recreations and social intercourse; for *evil communications 
corrupt good manners." ** 

More than ever nowadays an extended and careful vigi- 
lance is necessary, inasmuch as the dangers of moral and reli- 

% Oratio II, P. G., t. 35, 426. 

=% Matt. ix, 37. 


*? Horace, Art. Poet., v, 163. 
*' I Cor. xv, 33- 
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gious shipwreck are greater for inexperienced youth. Especially 
is this true of impious and immoral books, often diabolically 
circulated at low prices; of the cinema, which multiplies every 
kind of exhibition; and now also of the radio, which facilitates 
every kind of reading. These most powerful means of publicity, 
which can be of great utility for instruction and education 
when directed by sound principles, are only too often used as 
an incentive to evil passions and greed for gain. St. Augustine 
deplored the passion for the shows of the circus which pos- 
sessed even some Christians of his time, and he dramatically 
narrates the infatuation for them, fortunately only temporary, 
of his disciple and friend Alipius.^ How often today must par- 
ents and educators bewail the corruption of youth brought 
about by the modern theater and the vile book! 

Worthy of all praise and encouragement therefore are 
those educational associations which have for their object to 
point out to parents and educators, by means of suitable books 
and periodicals, the dangers to morals and religion that are 
often cunningly disguised in books and theatrical representa- 
tions. In their spirit of zeal for the souls of the young, they 
endeavor at the same time to circulate good literature and to 
promote plays that are really instructive, going so far as to 
put up at the cost of great sacrifices, theaters and cinemas, in 
which virtue will have nothing to suffer and much to gain. 

This necessary vigilance does not demand that young peg- 
ple be removed from the society in which they must live and 
save their souls; but that today more than ever they should be 
forewarned and forearmed as Christians against the seductions 
and the errors of the world, which, as Holy Writ admonishes 
us, in all “concupiscence of the flesh, concupiscence of the 
eyes and pride of life.” ** Let them be what Tertullian wrote 
of the first Christians, and what Christians of all times ought 


= Confess., VI, 8. 
=I John ii, 16. 
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to be, “sharers in the possession of the world, not of its 
error.” 9? 

This saying of Tertullian brings us to the topic which we 
propose to treat in the last place, and which is of the greatest 
importance, that is, the true nature of Christian education, 
as deducted from its proper end. Its consideration reveals with 
noonday clearness the preeminent education mission of the 
Church. 


IV. End and Object of Christian Education 


A. To Form THE TRUE CHRISTIAN 


The proper and immediate end of Christian education is 
to cooperate with Divine grace in forming the true and per- 
fect Christian, that is, to form Christ Himself in those regen- 
erated by Baptism, according to the emphatic expression of 
the Apostle: “My little children, of whom I am in labor again, 
until Christ be formed in you." * For the true Christian must 
live a supernatural life in Christ: “Christ who is your life,” ** 
and display it in all his actions: “That the life also of Jesus 
may be made manifest in our mortal flesh.” °° 

For precisely this reason, Christian education takes in 
the whole aggregate of human life, physical and spiritual, in- 
tellectual and moral, individual, domestic and social, not with 
a view of reducing it in any way, but in order to elevate, reg- 
ulate and perfect it, in accordance with the example and teach- 
ing of Christ. 

Hence the true Christian, product of Christian education, 
is the supernatural man who thinks, judges, and acts constantly 
and consistently in accordance with right reason illumined by 

© De Idololatria, 14. 

* Galat. iv, 19. 


= Coloss. iii, 4. 
* JI Cor. iv, 11. 
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the supernatural light of the example and teaching of Christ, 
in other words, to use the current term, the true and finished 
man of character. For, it is not every kind of consistency and 
firmness of conduct based on subjective principles that makes 
true character, but only constancy in following the eternal 
principles of justice, as is admitted even by the pagan poet 
when he praises as one and the same “the man who is just 
and firm of purpose." “ And on the other hand, there cannot 
be full justice except in giving to God what is due to God, as 
the true Christian does. 

The scope and aim of Christian education as here de- 
scribed, appears to the worldly as an abstraction, or rather as 
something that cannot be attained without the suppression 
or dwarfing of the natural faculties, and without a renuncia- 
tion of the activities of the present life, and hence inimical to 
social life and temporal prosperity, and contrary to all prog- 
ress in letters, arts and sciences, and all the other elements of 
civilization, To a like objection raised by the ignorance and 
the prejudice of even cultured pagans of a former day, and 
repeated with greater frequency and insistence in modern 
times, Tertullian has replied as follows: *? 

We are not strangers to life. We are fully aware of the gratitude 
we owe to God, our Lord and Creator. We reject none of the fruits 
of His handiwork; we only abstain from their immoderate or unlawful 
use. We are living in the world with you; we do not shun your forum, 
your markets, your baths, your shops, your factories, your stables, your 
places of business and traffic, We take ship with you and we serve 
in your armies; we are farmers and merchants with you; we interchange 
skilled labor and display our works in public for your service. How we 


can seem unprofitable to you with whom we live and of whom we are, 
Iknow not. 


The true Christian does not renounce the activities of 
this life, he does not stunt his natural faculties; but he de- 


" Horace, Odes, III, 5, v. 1. 
= Apol., 42. 
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velops and perfects them, by coordinating them with the su- 
pernatural. He thus ennobles what is merely natural in life 
and secures for it new strength in the material and temporal 
order, no less than in the spiritual and eternal. 


B. To Form Userut CITIZENS 


This fact is proved by the whole history of Christianity 
and its institutions, which is nothing else but the history of 
true civilization and progress up to the present day. It stands 
out conspicuously in the lives of the numerous Saints, whom 
the Church, and she alone produces, in whom is perfectly 
realized the purpose of Christian education, and who have 
in every way ennobled and benefited human society. Indeed, 
the Saints have ever been, are, and ever will be the greatest 
benefactors of society, and perfect models for every class and 
profession, for every state and condition of life, from the sim- 
ple and uncultured peasant to the master of sciences and let- 
ters, from the humble artisan to the commander of armies, 
from the father of a family to the ruler of peoples and nations, 
from simple maidens and matrons of the domestic hearth to 
queens and empresses. What shall we say of the immense work 
which has been accomplished even for the temporal well-be- 
ing of men by missionaries of the Gospel, who have brought 
and still bring to barbarous tribes the benefits of civilization 
together with social and charitable institutions, of the vast 
numbers of saintly educators, men and women, who have 
perpetuated and multiplied their lifework, by leaving after 
them prolific institutions of Christian education, in aid of 
families and for the inestimable advantage of nations? 
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Conclusion 


Such are the fruits of Christian education. Their price 
and value is derived from the supernatural virtue and life in 
Christ which Christian education forms and develops in man. 
Of this life and virtue Christ our Lord and Master is the source 
and dispenser. By His example He is at the same time the 
universal model accessible to all, especially to the young in 
the period of His hidden life, a life of labor and obedience, 
adorned with all virtues, personal, domestic and social, before 
God and men. 

Now all this array of priceless educational treasures which 
We have barely touched upon, is so truly a property of the 
Church as to form her very substance, since she is the Mystical 
Body of Christ, the immaculate spouse of Christ, and conse- 
quently a most admirable mother and an incomparable and 
perfect teacher. This thought inspired St. Augustine, the great 
genius of whose blessed death we are about to celebrate the 
fifteenth centenary, with accents of tenderest love for so glori- 
ous a mother: °° 


O Catholic Church, true Mother of Christians! Not only dost 
thou preach to us, as is meet, how purely and chastely we are to wor- 
ship God Himself, whom to possess is life most blessed; thou dost 
moreover so cherish neighborly love and charity, that all the infirmities 
to which sinful souls are subject, find their most potent remedy in 
thee. Childlike thou are in moulding the child, strong with the young 
man, gentle with the aged, dealing with each according to his needs 
of mind and of body. Thou dost subject child to parent in a sort of 
free servitude, and settest parent over child in a jurisdiction of love. 
"Thou bindest brethren to brethren by the bond of religion, stronger 
and closer than the bond of blood. . . . Thou unitest citizen to 
citizen, nation to nation, yea, all men, in a union not of companion- 
ship only, but of brotherhood, reminding them of their common 


*' De Moribus Ecclesiae catholicae, lib. I, c. 30. 
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origin. Thou teachest kings to care for their people, and biddest 
people to be subject to their kings. Thou teachest assiduously to 
whom honor is due, to whom love, to whom reverence, to whom fear, 
to whom comfort, to whom rebuke, to whom punishment; showing 
us that whilst not all things nor the same things are due to all, charity 
is due to all and offense to none. 


Let us then, Venerable Brethren, raise our hands and our 
hearts in supplication to heaven, “to the Shepherd and Bishop 
of our Souls,” *' to the Divine King “who gives laws to tulers,” 
that in His almighty power He may cause these splendid fruits 
of Christian education to be gathered in ever greater abun- 
dance "in the whole world,” for the lasting benefit of individ- 
uals and of nations. 

As a pledge of these heavenly favors, with paternal affec- 
tion We impart to you, Venerable Brethren, to your clergy 
and your people, the Apostolic Benediction. 

Given at Rome, at St. Peter’s, the thirty-first day of De- 
cember, in the year 1929, the eighth of Our Pontificate. 

Pius PP. XI. 


a Cf. I, Peter ii, 25. 
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CHAPTER 17 


The Plulosophy of Catholic 
Education 


WILLIAM FRANCIS CUNNINGHAM 


William Francis Cunningham (May 18, 1885-January,, 
20, 1961) was graduated from the University of Notre Dame 
in 1907 with an A.B. degree. After graduation he attended the 
seminary at Holy Cross College, Washington, D.C., until or- 
dained a priest of the Roman Catholic Church in June, 1911. 
The following year he received his Ph.D. from the Catholic 
University of America. Father Cunningham began his teach- 
ing career as professor of Philosophy at Portland University 
in 1912, and in 1917 he was appointed vice president and di- 
rector of studies of that institution. He went to Notre Dame 
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in 1919 as professor of Education and served as director of the 
School of Education from 1924 to 1928. From 1928 to 1933 
he was dean, head of the department, and professor of Edu- 
cation at the College of St. Thomas, St. Paul, Minnesota. He 
returned to Notre Dame in 1933 as professor of Education, a 
position he held until his death. 

Father Cunningham was an active member of the board 
of review of the North Central Association (1926-1946), the 
executive committee of the Association of American Colleges 
(1923-1946), the national educational committee of the Boy 
Scouts of America, and is a past officer of the National Cath- 
olic Education Association and the National Conference of 
the Church Related College. 

He is the author of The Pivotal Problems of Education 
and a more recent work entitled General Education and the 
Liberal College. The selection included here is taken from 
the concluding chapter of the former; it represents the inter- 
pretations of a Catholic philosopher, and applies these to the 
development of man and to the educative process. * 


—————— 


We have now considered in some detail the four phases 
of the educative process that must be included in any treat- 
ment that merits the appellation "philosophical"; the problem 
of ends (pupil nature and needs) and the three means within 
the school for the achievement of these ends, (1) the cur- 
riculum, (2) the teacher and (3) the institution. It now re- 
mains for us to summarize briefly the point of view we have 
been stressing throughout this presentation, the philosophy of 
Supernaturalism as interpreted by the Catholic Church di- 


* William F. Cunningham, The Pivotal Problems of Education. New 
York: The Macmillan Company, 1940, pp. 551-561, 563-567. Copyright 
1940 by William F. Cunningham. Used by permission of the publisher. 
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vinely commissioned to carry forward the work of Christian 
education: “Going therefore, teach ye all nations.” (Matt. 
XXVIII, 19.) 


1. The Fourfold Development of Man 


Education concerns the whole man, a body-mind organ- 
ism, living in a material environment (the physical universe), 
a social environment (fellowman) and, for the humanist as 
we have defined him as well as for the supernaturalist, an en- 
vironment which is spiritual (God's providence). In this 
larger meaning of the term “education,” the school is by no 
means the only educative agency. Every experience the indi- 
vidual lives through is educative if he passes through it with 
mind awake. If he sees the mistakes he made in any experi- 
ence and in the light of that knowledge learns how to avoid 
those mistakes, he is better prepared to meet similar experi- 
ences with the prospect of more adequate adjustment in those 
problematic situations with which life will inevitably confront 
him. There are, in addition to the school three important agen- 
cies which, in a very special way, have educational functions to 
perform. 


(A) Prysica, DEVELOPMENT 


There is first of all the home. The child begins his life 
in the home. Commonly, he spends his entire childhood and 
the greater part of the period of adolescence under the same 
influence. The physical development of the child is deter- 
mined primarily by heredity, and this factor is settled at birth 
in the family, With the advance of medical science, the health- 
conserving agencies are playing a larger and larger part in safe- 
guarding, promoting, and when lost, restoring health. But all 
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these influences together can never equal the factor of heredity 
in determining the health that any individual enjoys through 
life. 


(B) Socrar DEVELOPMENT 


The second agency that early plays a part in the devel- 
opment of the individual is the community. Here the factor 
of environment is supreme. The home, of course, is the first 
environment that influences the development of the child, 
but early in life the neighborhood begins to exert its influence. 
This influence first comes through play groups, but as the in- 
dividual grows older, the larger community of which he forms 
a part, whether urban or rural, and later government in all 
its forms, local, state and national, all play their part in in- 
fluencing the development of the individual. As adolescence 
passes into maturity, vocational calling becomes an outstand- 
ing influence. Professional men, the doctor, the lawyer, the 
clergyman, all have their distinctive traits that mark them as 
a group. So too with those who labor with their hands, the 
farmer and the factory worker. Leisure time also plays its part. 
The congeries of traits we call “personality” is to a great extent 
determined by the influences which the community in all its 
forms brings to bear on the developing individual beginning 
vith birth and continuing all through life, since to be alive is 
to be undergoing the process of change. 


(C) Reicious DEVELOPMENT 


The third agency which plays a part in determining the 
kind of individual the child develops into—is an influence that 
operates in the realm of the spirit, the Church. Here is the dis- 
tinctive feature that marks off the philosophy of Supernatural- 
ism from all other philosophies giving naturalistic answers, to 
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the threefold inquiry into the origin, nature, and destiny of 
man. With regard to origin, Supernaturalism says that man 
came from God (the fact of creation); with regard to nature, 
he is made to the image and likeness of God (“And God cre- 
ated man to his own image.” Gen. I, 27.); and in destiny, man’s 
chief object in life is to return to God from whom he came. 
The Church is ever at hand all through life to guide him and, 
through the administration of the sacraments, strengthen him 
in living a life about the natural. In this way only can he attain 
the supernatural destiny to which he is called, life with God 
hereafter. 


(D) Menrar DEVELOPMENT 


The school, as the formal agency of education, has a most 
important part to play in all phases of this development. In 
the matter of physical development (health) too often in the 
past have the ministrations of the school been harmful rather — 
than helpful. But with the advance of knowledge in the fields 
of physical and mental hygiene all this has been radically 
changed for the better. The school today often substituting 
for the failure of the home, develops within its pupils health 
knowledge, health habits, and health attitudes that should 
play a great part in reducing the incidence of sickness and pro- 
longing life. The striking difference in this field between’ a 
Catholic school informed by the philosophy of Supernatural- 
ism and a school conducting a purely naturalistic program will 
be in the matter of attitudes. For the naturalist, loss of health 
is the greatest calamity that can befall an individual. Not so, 
for the supernaturalist. Rather, it is the loss of health of soul, 
not health of body, which is the great calamity of life. Sin not 
sickness is the great evil. In fact, often it is a siege of sickness 
that awakens the sinner to the evils of a misspent life and puts 
him again on the road of virtue which alone can lead him to 
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his true destiny, life with God. Developing this attitude in the 
mind of the pupil is one of the great contributions the Cath- 
olic school should make in forming the true Christian. 

Similarly in the social development of the pupil, the 
school has an important part to play. From the family and 
the play group of the neighborhood the child passes into the 
larger school group, the kindergarten or the primary grade. 
As he grows older this school group continually increases in 
size, and the part the individual pupil plays in its activities 
grows in importance. Characterized by teacher control in the 
early years the social life of the school gradually comes more 
and more under the control of the students themselves, until, 
during the later years devoted to general education, the func- 
tion of the school administrator is primarily that of guidance. 
The one thing youths lack in directing their social life is ex- 
perience, and this must be substituted for by the experience 
of those responsible for the administration of the school as a 
community of scholars. The ideal to be aimed at is compan- 
ionship in the pursuit of knowledge. Students privileged to 
pass their years of later adolescences in such a community 
have the best promise of developing the personality traits of 
kindness, courtesy, and coöperation which characterize the 
ideal citizen. 

Again, in the religious development of its pupils the 
sghool is an important factor. Through the curriculum the 
ideal Catholic school gives the pupil a knowledge of his faith 
of deepening intensity as the pupil climbs the educational 
ladder, so that at the end of his period of general education 
one may be confident that he knows his faith and, if necessary, 
is prepared to defend it against assault and misinterpretations. 
Through the reception of the sacraments and participation in 
common worship, the community of scholars that is the school, 
shares in the effects of divine grace. They feel themselves lifted 
up to a level of devotion and deep appreciation of their faith, 
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and it may truthfully be said of them—they love it. Finally 
throughout the social life of the school—through the example 
of inspiring teachers, through personal guidance and discipli- 
nary regulations drawn up for their welfare, and through a 
system of rewards and punishment truly social in nature— 
they receive training in the moral virtues. In any community 
with a feeling of solidarity the severest punishment for an anti- 
social offense is exclusion from that community. The school 
should be slow to use this severe penalty but it is the most 
effective of all penalties and in extreme situations must be 
applied. The ideal to be striven for is that a discipline super- 
imposed from above down in the early years is gradually trans- 
formed into a discipline self-imposed from within out. Virtues 
are habits. Every habit is set in action by some stimulus. In 
the case of the moral virtues this stimulus must be from within 
the individual in the form of attitudes that will put these 
habits into action in those situations which call for them. 
When this is achieved, then students live their faith. 


The Specific Function of the School. The school will play 
a part in all these phases of pupil development, but the ques- 
tion arises, is there not one area in which it is supreme? Is 
there not one specific function for which the school, as one 
of the great social agencies, is to be held accountable? The 
Church throughout its history has carried on many educa- 
tional functions, even using the term “education” in its nar- 
rower significance. For centuries the monasteries carried on 
whatever schooling there was for the great mass of mankind 
in Western Europe. There agriculture was developed as a sci- 
ence and an art and taught to the tillers of the soil. There 
and there alone was the lamp of learning kept burning when 
the dark cloud of the barbaric invasions settled over Europe 
in the fifth century and following. During the Middle Ages 
the universities owed their origin and development to the 
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Church as the patron of learning. Many of her greatest saints 
like Albertus Magnus and Thomas Aquinas were the intel- 
lectual lights of this period and they taught within the uni- 
versities. But no one would claim that mental development, 
the education of students in the liberal arts and sciences, or 
in the practical arts such as agriculture, is the specific func- 
tion of the Church. Rather is it the religious development of 
mankind for which it was divinely commissioned and in all 
its activities this must take precedence. 

Similarly, the school has one specific function for which 
it has been brought into being by society and this is the men- 
tal development of youth privileged to share its ministrations. 
With Newman we may call this "intellectual education" but 
since all knowledge begins in the senses, the word “intel- 
lectual” when used in this phrase has a wide connotation 
embracing the whole of our mental life. In this sense the 
school is an intellectual agency. This does not mean the 
school ignores the body. Just the contrary. Man as a so- 
mato-psychic organism functions as a whole in all life ac- 
tivities, and this is particularly true in that life activity which 
is the school’s particular concern, learning. But in the phi- 
losophy we are presenting the thing that makes man man, 
is mind, The distinctions implied in speaking of physical, men- 
tal, social and religious development are logical distinctions 


„made for clarifying thought so that with clear thinking behind 


it the practical procedures of the school may be carried on in- 
telligently. With these distinctions clearly in mind, we say 
that the specific function of the school on all levels of general 
education is the making of minds. It is an intellectual agency. 
Cloudy thinking among American educators during the past 
several decades has brought forth what is called the “residual 
theory” of the school. The school is to take care of the “resi- 
due” after it has been determined what functions are ade- 
quately provided for by the other social agencies. With the 
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breakdown of the American home through divorce and the 
urbanization of our population; with the community failing 
to do its part in developing within its members those qualities 
' of character that are the test of responsible citizenship; and 
with the church ceasing to play a dominant role in the life 
of individuals and the community as it did in the founding of 
the nation and throughout its early history, the claim is now 
made that the school must take over all of these functions. 
Courses in cooking are introduced on the lower levels and in 
“Choosing a Mate" on the higher levels, as if this is the way 
to restore the American home to its former status. So many 
so-called "practical" courses have been introduced, that rare 
indeed is a school found now where a few first-line subjects 
are studied intensely and continuously over a number of years. 
Yet such study is the only procedure that insures mastery of 
the fundamentals in the early years and mastery of that part 
of the social inheritance adapted to assimilation through for- 
mal study in the later years. “Enrichment of the curriculum” 
has brought about impoverishment of the student with debili- 
tation of the best in the American educational tradition. And 
all this we can lay at the door of those administrators who 
have unintelligently advocated this “residual theory.” 

We realize that this emphasis on the school as an intel- 
lectual agency may easily lead to a misunderstanding of our 
position. This was the experience of Newman. In spite of the 
clarity with which he presented his thesis in the great educa- 
tional classic The Idea of a University 1 the distinction which 
he makes between the “instrumental” function of the uni- 
versity and its one “essential” function has not been grasped 
by many of his readers. Our contention here is that this same 
distinction applies on all levels of the educational ladder de- 
voted to general education. The school is not a hospital or 


2See quotation, page 163, in Chapter VI, “The Universal Human 
Needs,” Section 1, “The School.” 
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health center, though it will not be indifferent to the health 
of its students; it is not a parish church, though it will not neg- 
lect their moral and spiritual formation; it is not the home, 
though it acknowledges that it stands in loco parentis and will 
not neglect giving its students training in the social amenities 
of community living; it is not a country club, though it will 
recognize its obligation to furnish recreational facilities for 
its students under sympathetic supervision; it is not a training 
school for gladiators, though when dealing with later adoles- 
cents it may have an extensive athletic program of intramural 
and intercollegiate athletics; and finally, it is not a community 
center as that term is ordinarily understood, though school life 
will furnish many opportunities for the practice of the social 
virtues of loyalty and coóperation. The school will do all of 
these things, but if intelligently administered it will recognize 
that these are instrumental functions; efforts on its part to 
help other agencies, the hospital, the home, the church, etc., 
achieve their functions. But again, if intelligently adminis- 
tered, it will never let the performance of any one or all of 
these functions interfere with the effective performance of its 
own essential function, intellectual education. 

'The insistence with which Newman returns again and 
again to this point has led one writer to label Newman's idea 
“the philosophy of severance.” * Yet separation of the intel- 

electual and religious elements in education was farthest from 
Newman’s mind. True enough, in his great work on the uni- 
versity he does not treat of religious training. But the title of 
the book explains why. He is treating of the university in its 
“bare idea," not as an “instrument of the Churc ” helping 
the Church achieve its functions. If we wish to know New- 
man’s attitude with regard to how the university should com- 
bine these two functions, we must go to his sermons, notably 


*T. Corcoran, SJ, “Liberal Education and Moral Aims,” Thought, 
June, 1926. 
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the first sermon delivered before the newly founded university, 
entitled “Intellect, the Instrument of Religious Training,” 
which we have quoted at length in Chapter VII, “The Fourth 
Factor in Man Making” (pp. 260-261). In that sermon he 
says: 


It will not satisfy me, what satisfies so many, to have two inde- 
pendent systems, intellectual and religious, going at once side by 
side, by a sort of division of labour, and accidentally brought together. 
It will not satisfy me, if religion is here, and science there, and young 
men converse with science all day, and lodge with religion in the eve- 
ning. It is not touching the evil, to which these remarks have been 
directed, if the young men eat and drink and sleep in one place, and 
think in another; I want the same roof to contain both the intellectual 
and moral discipline . . . I want the intellectual layman to be re- 
ligious, and the devout ecclesiastic to be intellectual.* 


STATEMENT OF PURPOSE 
The Catholic School 


concerned with general education whether elementary school, high 
school or liberal college of arts and sciences, has as its aim the educa- 
tion of youth in a manner that will promote 


The Fourfold Development of Man. 


The Youth, All Around The 
Christ: Development: Four 
“And Jesus Phases: 
advanced 
I. in wisdom, I. mental, 
II. and age, II. physical, 
III. and grace III. religious, 
ith G 
PUE: IV. social. 
IV. and men." 
Luke II, 52 


? Sermons on Various Occasions. 
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. The Catholic school recognizes that its specific function is the 
preservation and propagation of the intellectual tradition of 
Catholic culture and that the means to this end is the develop- 
ment in students of the intellectual virtues that they may “ad- 
vance in wisdom.” 

IL. But it realizes that an educational program truly Catholic gives 

due attention to their physical development (health) 

IV. and to their social development as good neighbors in community 

living and as loyal citizens of the state. 

III. Finally, the Catholic school as a social agency serving the Church, 

gives special attention to the religious development of its students 

(1) through instruction truly intellectual that they may know 

their faith, 

) through participation in divine worship that they may love it, 
(3) and through training in the moral virtues that they may live 
it. 

St. Luke in his statement concerning the youth, Christ, 
suggests the analysis we have made here of the school's three 
instrumental functions on the one hand, and its one specific 
function on the other: “And Jesus advanced in wisdom, and 
age, and grace with God and men." (See Figure 29, "State- 
ment of Purpose.") Wisdom is one of the intellectual virtues 
as analyzed by St. Thomas following Aristotle, with knowledge 
and understanding as the other two in the speculative order. 
Prudence, knowing what to do, and art, knowing how to do 
it, are the two in the practical order.* It is, of course, the lib- 
eral arts and sciences the school is chiefly concerned with. 
‘Their development is particularly the work of the school. The 
instructional activities of the classroom, lecture hall, library, 
and laboratory are those that develop the intellectual virtues. 
In school as in life we must place first things first. This means 
the specific function of the school must take precedence over 
all supplementary instrumental functions. No matter how im- 
portant they may be in life, e.g., the moral virtues, they cannot 
be first in the school, for the simple reason that the instruc- 


* St. Thomas Aquinas, Summa Theologica, 1, 2, Q. LVII. 
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tional activities of the school are aimed at the development 
of the intellectual virtue. Insofar as the school is successful 
in this endeavor its students will “advance in wisdom," and 
with their growth in knowledge and understanding basic to 
wisdom, the school has made its primary contribution to the 
other three phases of development, physical, social and reli- 
gious. We have emphasized this point in Figure 29, “State- 
ment of Purpose,” underlining the word "specific" in state- 
ment I. “The Catholic school recognizes that its specific func- 
tion is the preservation and propagation of the intellectual 
tradition of Catholic culture.” 


2. The Educative Process in Catholic Education 


On the level of brute creation, instinct is the dominant 
characteristic of animal life; on the human level, reason is 
supreme; but for the Catholic, the final arbiter in all problems 
with which life is continually confronting us is not instinct; 
nor is it reason; it is faith. St. Augustine's “Credo ut intelli- 
gam,” “I believe that I may understand,” is an expression of 
this attitude towards the riddles of the universe. Reason alone 
could never give the great philosophers of all time, Plato, Aris- 
totle, etc., any concept of the promise that revelation brings 
to the Christian, the beatific vision of God hereafter. Nor 
could it bring a conscious realization of the supernatural life 
to be lived here and now. 

In the same way does faith bring to the Catholic an in- 
Sight into the process of education that makes the realization 
of these ultimate objectives possible, an insight denied to the 
unbelieving, For the Catholic seeking an understanding of the 
nature of man which will explain his behavior in all its con- 
tradictions, the depths of degradation to which he falls and 
the heights of sanctity to which he climbs, the doctrine of 
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original sin on the one hand and that of divine grace on the 
other are the solutions of these mysteries. In regard to the first 
Pascal has well stated the attitude of the Catholic: 


It is an astonishing thing that the mystery most removed from our 
knowledge, that of original sin, should be something without which 
we cannot have knowledge of ourselves. For it is certain that nothing 
so shocks our reason as saying that the sin of the first man rendered 
those culpable, who, being so distinct from the source, seem incapable 
of participation in it. . . . Certainly nothing shocks us more rudely 
than this doctrine, and yet without this mystery, the most incompre- 
hensible of all, we are incomprehensible to ourselves.® 


When we inquire, “What are the educational implica- 
tions of this doctrine of original sin?”, we can state the an- 
swer in this brief phrase the necessity of discipline. Here is 
the sharp contrast in educational procedures that characterize 
an education truly Catholic in contrast with the naturalistic 
theories parading today under such high sounding names as 
“progressive education,” in which the true concept of liberty, 
that is, liberty under the law, is confounded with a liberty that 
runs to license. 

When we analyze the concept “discipline,” intelligently 
interpreted, we see that it admits of two varieties, both of 
which must characterize the “bringing forth” of the child 
(educare, to bring forth) if the process is to be education. In 
the first place chronologically, there is a discipline that must 
be superimposed. Even the ultramoderns admit this in the 
case of the infant. Habits of feeding, sleeping, etc., and other 
vital activities intimately associated with the customs of the 
society in which the infant is to take his place one day as an 
adult, must be imposed upon him. Similarly during childhood 
and adolescence the same process must be continued. In school 
this is the very meaning of the curriculum, a series of selected 


* Quoted by Matthias Laros, Confirmation in the Modern World, Sheed 
& Ward, 1938, pp. 165-166. 
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activities that are graded to meet the developing capacities of 
youth, through the learning of which he becomes capable of 
taking his place in civilized society. Even the adult does not 
escape from this discipline from without. It touches him in 
the many forms that we call “social control,” e.g., custom and 
law. 

But early in the life of the child this discipline which we 
may call “social discipline” imposed, as it is, by society, must 
be replaced in any system of education intelligently adminis- 
tered, by a discipline which is self-imposed. In the school these 
two aspects of mental discipline, the social and the individual 
(which is self-discipline) are in inverse ratio as the child ma- 
tures and mounts higher and higher on the educational ladder 
until, on the university level, the student is on his own and a 
high degree of self-discipline is his only safeguard against 
wasted hours and dissipated opportunities. 

In life in general when wounded human nature is con- 
tending against what Newman calls “those giants, the passions 
and the pride of man,” the question arises whether human na- 
ture alone can win the battle. Here is where faith once more 
brings insight to the Catholic along with assurance that vic- 
tory is possible. Redemption by Christ means help to reestab- 
lish our fallen human nature. “My grace is sufficient for thee” 
were the assuring words to St. Paul. And grace means that we 
have it within our power not merely to conquer the animal 
within us but to rise above it and lead a life truly supernatural, 
that is, a life above nature. But the price of this help we call 
“grace” is effort on our part to overcome the disordered in- 
clinations within us. God helps those who help themselves. 

In the intellectual life many are the mysteries that con- 
front us. Here again the Catholic has an advantage. The grace 
of divine faith illumines his intellect, and his belief enables 
him to understand, where the unbeliever finds nothing but 
discouragement and despair. In the Divine Comedy, Virgil, 
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symbolizing reason, could lead Dante only so far. Then it re- 
mained for Beatrice, symbolizing revelation, to lead him on. 
In Virgil’s words: “So far as reason sees here, I can tell thee; 
from beyond that point, ever await Beatrice, for "tis a matter 
of faith." * St. Thomas received his greatest help in writing 
his masterpiece, the Summa, at the foot of the crucifix. 
Through the influence of divine grace we are made “adopted 
sons of God" in St. Paul's words, and through this adoption 
as members of the mystical Body we share the life of Christ, 
Our Brother, a life that is above nature because it is with God. 
As Pope Pius XI has expressed it in his The Christian Edu- 
cation of Youth: 

The true Christian, product of Christian Education, is the supernatural 
man who thinks, judges, and acts constantly and consistently in accord- 
ance with right reason illumined by the supernatural light of the ex- 
ample and teaching of Christ. 


That the channels of grace might always be open to the 

faithful, Christ established His Church. And in its establish- 
ment He made it a teaching institution. "Going therefore 
teach ye all nations.” * In the light of this fact we are prepared 
now to formulate our definition of Catholic education. It is: 
the process of growth and development whereby the natural man bap- 
tized in Christ, under the guidance of the teaching Church (1) assimi- 
lates a body of knowledge derived from human effort and divine revela- 
sion, (2) makes his life ideal the person of Jesus Christ, and (3) 
develops the ability, with the aid of divine grace, to use that knowledge 
in pursuit of this ideal. 
It is education so defined and so interpreted that must ever be 
the concern of the Catholic school for all pupils at all levels 
of maturity, in all countries, at all times. To the Catholic 
school throughout the world, therefore, we address the words 
of the Psalmist: 


* Purgatorio, Canto XVIII, 46. 
* Matthew XXVIII, 19. 
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Specie tua et pulchritudine tua, intende, prospere procede, et - 


regna. E 
With thy comeliness and thy beauty, set out, proceed prosper- 
ously, and reign.* a 


* Psalm XL, 5. 
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CHAPTER 18 


Education at the (Crossroads ^ 


JACQUES MARITAIN 


. 

Jacques Maritain (November 18, 1882—) was educated 
at the University of Paris and reared in an atmosphere of lib- 
eral Protestantism. He became dissatisfied with skeptical ac- 
ademic philosophy and materialistic science, and embraced 
the philosophy of Henri Bergson. Bergsonianism restored 
Maritain's faith in metaphysics, but did not provide the uni- 

* Jacques Maritain, Education at the Crossroads. New Haven, Conn.: 
Yale University Press, 1943, PP- 36-39. 43-47» 49-59- Copyright 1943 by Yale 
University Press. Used by permission. 
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versal harmony or absolute he was seeking. Under the in- 
fluence of Leon Bloy he found the absolute in religion. He 
was baptized in the Catholic Church on June 11, 1906. 

Maritain gave up an opportunity to teach in the govern- 
ment lycées because he felt that the strong anticlerical feeling 
then current in Paris would prevent his teaching according to 
his convictions. He worked with a publishing firm for three 
years, continued his studies under the Dominican Father 
Clerissac at Versailles, and made an intensive study of the 
Summa Theologica. In 1913 he was invited to lecture at the 
Institut Catholique in Paris on Bergsonian philosophy and 
was retained as a professor of Philosophy. Gradually he won 
recognition as a prominent member of the vanguard of the 
Catholic intellectual revival and as a leader of the neo-scho- 
lastic movement. From the beginning of his philosophic career 
Maritain has urged a return to the harmony of faith and rea- 
son as exemplified in the philosophy of St. Thomas Aquinas. 

In January, 1940, Maritain came to the United States for 
a lecture and teaching tour, expecting to return to France in 
June of that year. But the events of the war made his return 
impossible. He has remained in the United States, teaching 
principally at Columbia and Princeton universities, except for 
the years 1945 and 1948, when he served as French Ambas- 
sador to the Vatican. He was professor of Philosophy at Prince- 
ton University from 1948 to 1953, when he was made Profes- 
sor Emeritus. 

His first book, La Philosophie Bergsonienne, an attack 
on Bergsonianism, was written in 1914 at the request of the 
Institut Catholique. He has subsequently written many vol- 
umes, including a series called Eléments de Philosophie, Man 
and the State, Rights of Man and Natural Law, and Science 
and Wisdom. Students of education read with great interest 
Education at the Crossroads, from which the following selec- 
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tion is taken. Here one finds the Catholic philosophy of edu- 
cation clearly outlined. 


THE FUNDAMENTAL DISPOSITIONS TO BE 
FOSTERED 


We have had a view of the being who is to be formed 
into a true human person, perfecting himself by knowledge 
and by love, and capable of giving himself; and we have seen 
that to achieve rationality and freedom this being must have 
knowledge taught and discipline, and these require the office 
of the teacher. I now come to the second general topic, the 
basic dispositions of human nature. 

If the nature and spirit of the child are the principal agent 
in education, then, obviously, the fundamental dispositions to 
be fostered in this principal agent are the very basis of the task 
of education. They are rooted in nature but they may be 
warped, and they need to be carefully cultivated. Without 
pretending to a complete enumeration, I should say that the 
fundamental dispositions are the five following ones: 


Wirn REGARD TO TRUTH AND JUSTICE 


: First, the love of truth, which is the primary tendency 
of any intellectual nature. (That children tell lies is obvious, 
yet most often the lies of children are not lies but only a spon- 
taneous mythology of the imagination. Besides I am not think- 
ing now of a love of telling the truth but of the love for know- 
ing the truth.) 
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Second, the love of good and justice, and even the love 
of heroic feats, and this too is natural to the children of man. 


Wirn REGARD TO EXISTENCE 


Third, that disposition which might be called simplicity 
and openness with regard to existence. A disposition which is 
natural, though often thwarted by egotism or pride or un- 
happy experiences, and which is so elemental that we cannot 
easily express it in terms of psychology. For nothing is more 
basic and elemental than that to which it refers, that is, exist- 
ence. I would describe this disposition as the attitude of a be- 
ing who exists gladly, is unashamed of existing, stands upright 
in existence, and for whom to be and to accept the natural 
limitations of existence are matters of equally simple assent. 
Trees and animals are like this, though only in a physical way. 
In man this has to pass over and be drawn into the sphere of 
psychic life. We can interpret in this way the saying of Emer- 
son: “Be first a good animal.” * Such a disposition is still far 
from the human virtues of magnanimity and humility, but it 
constitutes their natural soil; and it is so deeply and clemen- 

2Yet a child of man must “be first a good animal” in exhibiting the 
features of the root generosity, the spontaneous intelligence and the gen- 
tleness proper to humanity. Thus the simplicity and openness which I mean 
are the opposite of that egotistic and obtrusive self-consciousness which gets 
rid of shame and anguish only to substitute hardness and insensitiveness, and 
which does not accept existence but selfishly and greedily monopolizes it. Suc 
self-consciousness easily turns into a self-protecting injustice, and forms its 
own “subjective” truths that suit the ego better than the “real” truth. 
When the age of reflection arrives, simplicity with regard to existence will 
normally become the basis of an intellectual awakening to the problem of 
existence; but callous self-consciousness will close the mind to any meta- 
physical anxiety, and develop into that metallic imperviousness which charac- 
terizes so many men and women of our day. If the latter disposition were 
mistaken for the former, the result would be such that we would even find 
attractive the poor little wretch, the neurotic, the child with a damaged ego, 
who was forced at least to wonder why he was living, and who thus developed 


enough spiritual disquietude to concern himself with the problems and pains 
of philosophy and religion, poetry, art, or love. 
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tarily vital that the wounds it happens to undergo in many 
children, often very early, from family life and social life— 
spoken of today as an inferiority complex with its manifold 
morbid “‘compensations”—are especially grievous and difficult 
to cure. “Fear and trembling,” undoubtedly, are part of the 
great experiences of the human soul, when it has become ma- 
ture and enters the mysterious avenues of the spirit, but they 
are bad beginnings in education. At the dawn of our history 
the misfortune of mankind was that it was bound to begin its 
education under their shadow. 


Wirn REGARD TO WORK 


The fourth fundamental disposition concerns the sense 
of a job well done, for next to the attitude toward existence 
there is nothing more basic in man’s psychic life than the at- 
titude toward work. I do not mean by this the habit of being 
hard working. I am aware that laziness, as well as pride, is 
natural to us. Moreover laziness in children is often not real 
laziness but only an absorption of the mind with the work- 
ings of vegetative growth or psychophysical hardships. I am 
speaking of something deeper and more human, a respect for 
the job to be done, a feeling of faithfulness and responsibility 
regarding it. A lazy man, a poet if you will, may display, when 
he happens to work, the most passionate attachment to the 
inner requirements of his work. I am convinced that when this 
fundamental disposition, which is the first natural move to- 
ward self-discipline, this probity in regard to work is marred, 
an essential basis of human morality is lacking. 


Wirn REGARD TO THE OTHERS 


The fifth fundamental disposition is the sense of co- 
operation, which is as natural in us, and as thwarted too, as 
the tendency to social and political life. 
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THE FUNDAMENTAL NORMS OF 
EDUCATION 


Tue First Rute 


Now I arrive at my third section: the fundamental rules 
of education for the teacher or the ministerial agent. Assuredly, 
the primary rule is to foster those fundamental dispositions 
which enable the principal agent to grow in the life of the 
mind. It is clear, in this connection, that the task of the teacher 
is above all one of liberation. To liberate the good energies is 
the best way of repressing the bad ones, though repression is 
also needed, but only as a secondary means, as dealing par- 
ticularly with that part of animal training in human education 
of which I spoke in my first chapter, and even so it is useful 
only on condition that the repression of bad tendencies will 
always be bound up with enlightenment and encouragement. 
Encouragement is as fundamentally necessary as humiliation 
is harmful. A mere prohibition of evil-doing is less efficacious 
than illumination about the good that this evil-doing will spoil. 
The real art is to make the child heedful of his own resources 
and potentialities for the beauty of well-doing. 


Tue Seconp RULE 


The second fundamental norm is to center attention on 
the inner depths of personality and its preconscious spiritual 
dynamism, in other words, to lay stress on inwardness and the 
internalization of the educational influence. 


y What matters most in the life of reason is intellectual in- 
sight or intuition. There is no training or learning for that. 
Yet if the teacher keeps in view above all the inner center of 
vitality at work in the preconscious depths of the life of the 
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intelligence, he may center the acquisition of knowledge and 
solid formation of the mind on the freeing of the child’s and 
the youth’s intuitive power. By what means? By moving for- 
ward along the paths of spontaneous interest and natural curi- 
osity, by grounding the exercise of memory in intelligence, and 
primarily by giving courage, by listening a great deal, and by 
causing the youth to trust and give expression to those spon- 
taneous poetic or noetic impulses of his own which seem to 
him fragile and bizarre, because they are not assured by any 
social sanction—and in fact any awkward gesture or rebuff 
or untimely advice on the part of the teacher can crush such 
timid sproutings and push them back into the shell of the un- 
conscious. 

I should like, moreover, to suggest that, in order to set 
free creative and perceptive intellectual intuition, the path 
through which it is naturally awakened, the path of sense- 
perception and sense-experience and imagination, should be 
respected and followed as far as possible by the teacher. Above 
all the liberation of which we are speaking depends essentially 
on the free adhesion of the mind to the objective reality to be 
seen. Let us never deceive or rebuke the thirst for seeing in 
youth’s intelligence! The freeing of the intuitive power is 
achieved in the soul through the object grasped, the intelligi- 
ble grasping toward which this power naturally tends. The 
germ of insight starts within a pre-conscious intellectual cloud, 
arising from experience, imagination, and a kind of spiritual 
feeling, but it is from the outset a tending toward an object 
to be grasped. And to the extent that this tendency is set free 
and the intellect becomes accustomed to grasping, seeing, ex- 
pressing the objects toward which it tends, to that very ex- 
tent its intuitive power is liberated and strengthened. Before 
giving a youth the rules of good style, let us tell him first never 
to write anything which does not seem to him really beautiful, 
whatever the result may be. In the first approach to mathe- 
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matics, physics, or philosophy, let us see to it that the student 
actually grasps each step of the simplest mathematical demon- 
stration, however slow this may be—that he actually under- 
stands in the laboratory how logically the statement of the 
physicist emerges from the experiment—that he becomes in- 
tensely involved, through the very anxiety of his mind, in the 
first great philosophical problems, and after that, that he really 
sees the solution. In asking a youth to read a book, let us get 
him to undertake a real spiritual adventure and meet and 
struggle with the internal world of a given man, instead of 
glancing over a collection of bits of thought and dead opinions, 
looked upon from without and with sheer indifference, accord- 
ing to the horrible custom of so many victims of what they 
call "being informed." Perhaps with such methods the curri- 
culum will lose a little in scope, which will be all to the good.? 

Finally the very mood of the teaching is here of crucial 
import. If a teacher himself is concerned with discerning and 
seeing, with getting vision, rather than with collecting facts 
and opinions, and if he handles his burden of knowledge so 
as to sec through it into the reality of things, then in the mind 
of the student the power of intuition will be awakened and 
strengthened unawares, by the very intuitivity traversing such 
teaching. 


Tue Turrp RULE 


I come now to the third fundamental rule, which I shall 
try to express as follows: the whole work of education and 
teaching must tend to unify, not to spread out; it must strive 
to foster internal unity in man. 

* With such methods, in any case, we would give up that peculiar pro- 
cedure in examinations, which consists in asking the student to check as true 


or false a certain number of ready-made sentences, astutely prepared by the 


teachers, and which seems calculated to kill any personal effort of thought 
and expression. 
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This means that from the very start, and, as far as possi- 
ble, all through the years of youth, hands and mind should 
be at work together. This point has been made particularly 
clear by modern pedagogy as regards childhood, It is also valid 
for youth. The importance of manual work accompanying the 
education of the mind during the high school and college train- 
ing is more and more recognized. There is no place closer to 
man than a workshop, and the intelligence of a man is not 
only in his head, but in his fingers too. Not only does manual 
work further psychological equilibrium, but it also furthers 
ingenuity and accuracy of the mind, and is the prime basis of 
artistic activity. Occasionally—and the state of the world dur- 
ing and after the present war will perhaps require imperatively 
such a task—youth might coóperate in many kinds of labor, 
harvesting, for instance, needed for the common welfare. But 
as a rule, and from the educational point of view, it is crafts- 
man's labor—and also, for the sake of our mechanical age, 
mechanical and constructive dexterity—that should constitute 
the manual training of which I am speaking. I should like 
to add that this emphasis on manual work in education seems 
to me to correspond to a general characteristic of the world of 
tomorrow, where the dignity of work will probably be more 
clearly recognized, and the social cleavage between homo faber 
and homo sapiens done away with. 

A second implication of the rule we are discussing is that 
education and teaching must start with experience, but in or- 
der to complete themselves with reason. This is obvious and 
needs no elucidation, save perhaps that special stress should 
be laid upon the second part of the statement, in an age where 
an empiricist philosophy often makes capital out of experience, 
and the highest functions of reason and the insights of abstract 
thought are disregarded. To be sure, sense-experience is the 
very origin of all our knowledge, and education must follow 
the course of nature. Modern methods are perfectly aware of 
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that, especially with children. The point, however, is to dis- 
engage from experience the rational and necessary connec- 
tions with which that experience is pregnant, and which 
become visible only by means of abstraction and universal 
concepts, and in the light of the intuitive first principles of 
reason. Thus knowledge and science arise from experience. 
Neither those empiricists who despise abstract reason, logic, 
and the conceptual insights of intelligence, nor those rational- 
ists who ignore experience, are integrated minds. Education 
must inspire eagerness both for experience and for reason, 
teach reason to base itself on facts and experience to realize 
itself in rational knowledge, grounded on principles, looking 
at the raisons d'étre, causes and ends, and grasping reality in 
terms of how and why. 


Tue Fourtu Rute 


Finally there is a fourth fundamental rule, which de- 
mands that teaching liberate intelligence instead of burdening 
it, in other words, that teaching result in the freeing of the 
mind through the mastery of reason over the things learned. 

Pascal’s father, who was the instructor of his son, used to 
emphasize a maxim which seems to me very significant in this 
connection. Gilberte Pascal, the sister, writes: “It was a chief 
maxim of his in the education of his son that the child must 
always be kept above his work (au-dessus de son ouvrage),” 
or master of his work. “It was for this reason,” she goes on to 
say, “that he refused to begin to teach him Latin before the 
child was twelve, so that he might do so more easily,” and this 
was a great innovation in the French education of that time. 
He also prevented his son from learning mathematics as long 
as possible—he concealed from him any book of mathematics 
and refrained from discussing mathematical questions with 
his friends in the presence of the youth—for “he knew mathe- 
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matics to be a science which fills up and satisfies the mind,” 
and easily gains too strong a domination over it—he was sus- 
picious of Platonism. Mathematics was to take a fine revenge 
on him. 
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6 The Philosophy of 
Education in Some Protestant 
and Jewish Thought 


Introduction to Part Six 


Part Six continues the study of philosophy as it relates 
to education and religion. Chapter 19 explains some of the 
principles and practices of Lutheran education (Missouri 
Synod), while Chapter 20 presents what one Jewish scholar 
believes to be the reorientation necessary for Jewish education 
in an age of science. Finally, the last two chapters in this sec- 
tion discuss the relationship between education and religion, 
and point up what might be done to improve religious instruc- 
tion in public schools in a nation committed to the continued 
separation of church and state. 

The Lutheran religion was brought to America by Swedish 
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and German colonists. And, though they were Protestants, 
they soon felt the lash of civil government and some of the 
same religious restrictions of which the Catholics complained. 
As a result they began to establish separate schools. Among 
the Protestants, the Lutherans have been the most active in 
founding schools, and, among the Lutherans, it has been the 
Missouri Synod that has built the most schools and enrolled 
the most pupils. The Missouri Synod, established in 1847, is 
one of several associations of Lutheran congregations that are 
called synods and that were organized to aid the clergy, ex- 
tend missionary efforts, promote education, etc. This partic- 
ular synod is composed of congregations from almost every 
continent. In North America alone, the Synod’s 1,200 ele- 
mentary schools enroll over 150,000 pupils, while approxi- 
mately twenty secondary schools have more than 8,000 stu- 
dents. 

' Mr. Allan Hart Jahsmann’s recent. book, What's Lu- 
theran in Education? is the most extensive statement on Lu- 
theran philosophy of education yet produced. In the selec- 
tions taken from his book, Jahsmann raises the question 
whether there is a philosophy of Lutheran education or 
whether there is just a theology of Lutheran education, as 
some Lutherans have been prone to believe. He comes to the 
conclusion that there is a Lutheran philosophy of education 
and that it represents Biblical theology and Lutheran thinl- 
ing applied to education. To say that there is no Lutheran 
philosophy of education, writes Jahsmann, is to suggest that 
theology does not influence educational programs. Having es- 
tablished this, Jahsmann turns to a consideration of sixteen 
theological principles that determine Objectives, seven obser- 
vations on the implications of doctrine for objectives of Lu- 
theran education, and some principles of curriculum that 
flow from the Lutheran doctrine of the scriptures and Lu- 
theran philosophy of education. 
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Few Jews migrated to America before the nineteenth 
century, and those who did, in spite of their objections to the 
Protestant bias and some of the observances found in the com- 
mon schools, sent their children to these schools but supple- 
mented the schoolwork with programs of religious instruction 
offered during non-school hours. During the nineteenth cen- 
tury, however, the migration of German and Eastern Euro- 
pean peoples brought to these shores an increasing number of 
Jews in whom the tradition of Jewish education as a responsi- 
bility of the Jewish community was strong. Nevertheless, the 
Jews were much slower than the Lutherans and the Catholics 
about founding a system of schools. Indeed, it was not until 
1910 that the American Jewish school system, as a supplement 
to the public schools, received its “first real creative impulse” 
in New York City. As the number of Jewish communities has 
continued to increase, the number and variety of Jewish 
schools has increased, until now almost every well-organized 
Jewish community has a system of one-day-a-week schools, 
weekday-afternoon schools, and all-day schools. The first is 
similar to the Protestant Sunday school, after which it was 
patterned. More than 2,750,000 pupils, mostly members of 
Reform congregations, are enrolled in this kind of school. The 
weekday-afternoon school serves the purposes of those who 
wish their children to receive a more extensive education in 
the Jewish tradition. And although some parents send their 
children to one or the other of these schools, they still may 
be staunch advocates of the public schools, which their chil- 
dren also attend. The all-day schools, designed to completely 
replace the public school, is usually patronized by the children 
of Orthodox Jews. Some have incorrectly referred to these all- 
day schools as parochial schools, because they, like their Prot- 
estant and Catholic counterparts, offer both secular and reli- 
gious subjects. Most Jews would argue that they should be 
called private schools, since they are not a parish or church 
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school and are not controlled by a central “church,” such as 
is the case with the Catholic or the Missouri Synod schools. 

It is difficult to find a spokesman with whom all Jews 
would agree. Nevertheless, Doctor Meir Ben-Horin, a very 
well-known Jewish scholar, has been chosen for inclusion in 
these readings. According to him, the age of science has not 
yet arrived, although it is coming. In order to hasten its com- 
ing, he suggests that Jewish education must be relentless in 
its pursuit of truth, proclaim the unity of science and love, 
foster the Jewish peoples’ quest for new relevance of Judaism 
to the human situation, and participate in the effort to express 
the meaning of God and the essence of Jewish faith. In the 
second selection from Ben-Horin we find him pleading for 
Jewish education to deal with “genuine problematic life sit- 
uations,” inculcate the spirit of transcultural sympathy, de- 
velop skills and understandings necessary for cooperative plan- 
ning in communal affairs, promote fearless scientific inquiry, 
and judge the results of Jewish education by its fruits. 

So far, we have seen that the Catholic Church and the 
Missouri Synod of the Lutheran Church have established 
separate schools to perpetuate their religious convictions as 
well as to instruct their children in the conventional subjects 
of reading, writing, science, etc., and that the Orthodox Jews 
have built all-day schools to preserve the Jewish culture and 
to teach religious beliefs. 

. Ata time when these kinds of schools have been increas- 
ing in number, there are those who have been busy developing 
other means of fostering religious instruction. The Sunday 
school has been extensively employed, particularly by the 
Protestants and, as we have observed, by many Reform Jews. 
Provisions have been made to release children during public- 
school hours for religious instruction. Some people have in- 
sisted that the public school should teach a body of principles 
that are common to all teligions, while others have campaigned 
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for the history and literature of religion to be taught as part 
of the social sciences and humanities without any attempt to 
develop a religious commitment. 

The last two chapters in this section shift our attention 
from separate parochial and private schools to another kind 
of relationship that is thought to exist between education and 
religion, and focus it on what might be done to improve re- 
ligious instruction in the public schools of a nation committed 
to the principle of separation of church and state. 

In Chapter 21 Greene suggests that religion, man’s search 
for ultimate cosmic reality, and education, man’s effort to 
prepare himself for a meaningful life, are necessarily interre- 
lated, for without religion education is sterile, and without 
education religion is doomed to superstition. Religion, for 
Greene, takes the form of a venture into faith where no one 
can be absolutely sure that his convictions are true. But what- 
ever the conclusion of the quest, the venture demands knowl- 
edge, skill, discipline, etc., which are the products of education. 

George Hunston Williams, after accepting the doctrine 
of separation of church and state and the right of parochial 
schools to exist in our nation, discusses public schools and the 
place of religion in them. He suggests that Protestants have 
contributed much to public education but now find that the 
public schools are bereft of the substance of Protestantism. 
Protestants who want more religious instruction in the public 
schools must accept the idea that the contributions of the 
Jews, the Greek Orthodox, Roman Catholics, Moslems, Hin- 
dus, as well as diverse Protestants, should be taught also. They 
must be willing to face realistically the hazards of objective 
treatment of religion, and they must insist that teachers who 
give instruction in religion have what he calls an “enlarged 
sympathy.” 
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CHAPTER 19 


What's Lutheran in Education? 


ALLAN HART JAHSMANN 


, Allan Hart Jahsmann (November 3, 1916—) earned his 
B.S. degree in Social Science at St. Louis University in 1939. In 
1943 he completed the A.B. degree at Concordia Seminary, 
St. Louis, where two years later he received the B.D. His A.M. 
and Ph.D. degrees were earned at St. Louis University in 1952 
and in 1956 respectively. In addition, he has done graduate 
work at Northwestern University, lowa State University, and 
Washington University. 

Dr. Jahsmann has held a number of important positions 
in the Lutheran Church—Missouri Synod. He was a parish 
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pastor in Warren, Ohio, from 1945 to 1948. Then he joined 
the St. Louis office of his church as assistant editor of Sunday- 
school literature. He became associate editor in 1956 and con- 
tinued in that capacity until 1959. At present he is general 
secretary of Sunday schools. Throughout this period with the 
Missouri Synod he had served on various committees, includ- 
ing the Committee on the Lutheran Philosophy of Education. 

He was visiting instructor in Practical Theology at Con- 
cordia Seminary, St. Louis, in 1954 and again in 1957. In 1957 
and 1958 he was visiting professor of Education at Concordia 
Teachers College, River Forest, Illinois. 

Dr. Jahsmann has published a number of books for chil- 
dren as well as What's Lutheran in Education? from which 
the quotations that follow have been taken.* In addition, he 
edits two monthly magazines, Interaction and My Devotions. 


———.——— 


Every human being has a philosophy, a basic outlook, a 
Weltanschauung, a point of view, through which he sees his 
world and finds its meanings and purposes and values. 

As Aristotle said long ago: “Whether we want to philoso- 
phize or whether we do not want to philosophize, we must 
philosophize." To the extent to which the human mind func- 
tions, to that extent it forms some notions, hypotheses, the- 
ories, ideas, and judgments of the world and what goes on in 
it, especially insofar as the individual himself is involved in it. 

And even though most people make no systematic effort 
to gain a true and unified picture of the world and their part in 
it, and are often inconsistent "split" personalities in that they 
do not apply their philosophy to life, yet a man adds content 


coin. Har. Jabs, What’s Lutheran in Education? St. Louis: 
rdia Publishing House, 1961, pp. ix-xii, 2-10, E is- 
sion of the author aid publie ripeto ute M a 
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to his philosophy and becomes an organized, integrated human 
being to the extent to which he applies his philosophy to the 
issues and problems of life and living. 

What is a philosophy of education? In the light of what 
has just been said, it is one’s philosophy, one’s world view, 
and one’s way of thinking, applied to education. Strictly speak- 
ing, there are as many philosophies as there are individuals, 
and if you don’t think Mrs. Schmidt has a philosophy of edu- 
cation, just ask her what her idea of education is or how she 
thinks school ought to be conducted and why. 

What is a Lutheran philosophy? There are some men in 
the Lutheran Church who deny that one can properly speak 
of a Lutheran philosophy of life and of education. Because a 
Lutheran takes as his basic assumptions the doctrines of Holy 
Scripture, and because his primary or first principles are estab- 
lished by revelation instead of by reason, they say that one can 
speak only of a Lutheran theology and not of a Lutheran phi- 
losophy. 

In considering this position we readily acknowledge the 
following: In the measure that theology determines a person’s 
point of view, to that extent it is a part of his philosophy. And 
when a Lutheran applies Lutheran theology to the questions 
of education or systematizes his educational thinking in har- 
mony with his theological principles, to that extent his the- 
ology is the basis of his educational philosophy, the foundation 
on which he builds his structure of thinking. 

But the very nature of philosophy suggests that there is 
a Lutheran philosophy and, from one point of view, many 
Lutheran philosophies, for though Lutherans accept the doc- 
trines of Holy Scripture as inspired divine truth and their 
standard of faith, yet this does not mean that they must cease 
to think. Rather, they have the philosophic task of thinking 
consistently in harmony with their theology and of critically 
evaluating their educational theories and practices in the light 
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of their philosophy or, as we might call it, historical Lutheran 
faith, 

Again the question: What is a Lutheran philosophy? 
When is a point of view, an approach, an idea, a system, a 
product, a person, truly and distinctly Lutheran? The answer 
isn’t simple, and will be elaborated throughout the book, but 
this much can be said at the outset: One of the distinguishing 
features of a genuine Lutheran is that he accepts the Bible as 
the primary source and basis of his faith, hence, truly Lutheran 
thinking flows from, or is in harmony with, Biblical theology. 

Krauth sums up the nature of Lutheran theology and 
thereby also identifies and describes a basic essential of any- 
thing intrinsically Lutheran when he says in his classic book, 
The Conservative Reformation and Its Theology, “It is a 
fundamental principle of the Reformation that God’s Word 
is the sole and absolute authority and rule of faith and life, a 
principle without accepting which no man can be truly Evan- 
gelical, Protestant, or Lutheran." * This is called the formal 
principle of Lutheranism, 

There are, of course, other principles, factors, qualities, 
and characteristics that are essential to Lutheranism and typi- 
cal of anything classifiable as Lutheran. For example, Luth- 
erans emphasize that Christ is the focus of the Scriptures and 
that justification by faith in Him is the central doctrine.* This 
is called the material principle. The effect of this material prin- 
ciple on the nature of Lutheran thinking and practice will be 
indicated. 

Here let it simply be said that truly Lutheran educational 
philosophy is Biblical theology and Lutheran thinking applied 
to education. To say (as it has been said) that Lutherans do 
not have a philosophy (or theory) of education is to maintain 

à * Charles P. Krauth, The Conservative Reformation and Its Theology. 
Philadelphia: General Council Publication Board, 1899, p. 17. 
? Article IV of the Augsburg Confession. 
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that their theology does not influence their educational pro- 
gram. This certainly is not true. One should also recognize, 
furthermore, that some educational questions are strictly in 
the category of education. These approach theology only when 
they involve ultimate meanings. 

Much thinking about educational implications of Luth- 
eran theology has appeared in the past, and Lutheran pastors 
and teachers have talked a great deal about educational pur- 
poses, responsibilities, methods, and problems. All of this can 
be called Lutheran educational theory or philosophy. 

However, to date no thorough systematic theoretical study 
of Lutheran education has been published, either from a the- 
ological, philosophical, or from an educational point of view. 
That a comprehensive, integrated statement of the Lutheran 
point of view in education is needed will be admitted by all 
who know the need of clear and consistent thinking. Without 
such studies much educational work will continue to be hap- 
hazard, self-contradictory, and inefficient. 

The Board of Parish Education of The Lutheran Church 
—Missouri Synod has a committee working on the Lutheran 
philosophy of education. Its task is to publish, as soon as pos- 
sible, a thorough systematic study of Lutheran principles of 
education. The project deserves the prayers of the church. 

The present book is being published because it contains 
material that others have said would contribute to the educa- 
tional training of Lutheran pastors, teachers, and lay leaders. 
It is not an official statement of the Lutheran philosophy of 
education. It is a personal study of what Lutheran theologians 
and educators have thought about basic concerns in a phi- 
losophy of education. It is an attempt to get a clearer under- 
standing of the Lutheran way in education, but it is only 
preliminary to the integrated statement of Lutheran educa- 
tional theory so urgently needed. 
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THEOLOGICAL PRINCIPLES 
THAT DETERMINE OBJECTIVES 


What, then, are some of the theological principles or 
doctrines that function as presuppositions, premises, or postu- 
lates in Lutheran education? Obviously, they can only be men- 
tioned here, even though there is a distinct need for what Fitz- 
patrick calls a theology of education—a thorough study of the 
educational significance of all theological doctrines. 

Lutheran theology holds that 

1. There is a personal God who is triune, three Persons in 
one divine essence, Father, Son, and Holy Spirit. This God has 
revealed His glory and power in His works of creation (in the 
designs of nature). He has also put His Law into the hearts of 
all men, so that all can know Him as a holy and righteous God, 
who requires and rewards the good and condemns and pun- 
ishes the evil. In other words, all human beings have a natural 
knowledge of God and a moral sense, though the extent of it 
varies. (Rom. 1—2) 

2. The only sure norm of religious knowledge and truth is 
the Bible, because man’s natural knowledge is highly imperfect 
and because the Holy Scriptures are God's inspired revelation 
of Himself, His nature, His intents and purposes, His will, and 
His dealings with His people and the world. Lutheran theology 
distinguishes between the Law and the Gospel in the Scrip- 
tures and emphasizes that it is only through the Gospel, the 
message of God’s plan of salvation in Christ, that anyone can 
truly know God as Father. (2 Peter 1:19-21; Rom. 1:16; 
10:17) 

3. God created all things, heaven and earth and all crea- 
tures, also man (Gen. 1—3; Rev. 4:11). As He Himself de- 
clares in Genesis, He made all things “very good.” Man, too, 


* Edward A. Fitzpatrick, Exploring a Theolo Education. Milwaukee: 
The Bruce Publishing Co., 19 a : Und vit wa 
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was created “very good.” “Very good” in the judgment of God 
is perfection. 

4. According to the Bible, man’s body was fashioned by 
God and made into a living soul by His breath of life. The 
Bible sometimes speaks of man as consisting of body and 
soul, but uses the term soul interchangeably or together with 
such terms as mind, heart, spirit, strength, inner being, and 
others. 

s. Man was created in the image of God, in His likeness. 
In this state of perfection, man was holy and possessed immor- 
tality. 

6. Through the sin of disobedience man lost the image of 
God and became corrupt in spirit and body, so that by nature 
he is now spiritually blind, dead, and no longer in fellowship 
with God; in fact, natural man is at enmity with God and 
under His judgment of condemnation. 

7. God in love has provided a way of reconciliation, a way 
of restoring man to peace and life with Him. In Biblical and 
Lutheran theology, salvation is by way of God’s grace and 
forgiveness. This way involved a plan of redemption according 
to which God sent His only Son Jesus Christ to make atone- 
ment for the sins of the world. He did so by living a perfect 
life and dying on the cross as man’s Substitute. The message 
of God's forgiveness through faith in the vicarious atonement 
hy Jesus Christ is called the Gospel. 

8. The focus of God’s revelation of Himself is to be 
found in Jesus Christ. He is the Word Incarnate, the embodi- 
ment of the Gospel. “The Word was made flesh and dwelt 
among us,” says the Evangelist St. John, “and we beheld His 
glory, the glory as of the Only-Begotten of the Father, full of 
grace and truth” (John 1:14). In Him God was reconciling 
the world to Himself. “God commended His love toward us 
in that . . . Christ died for us,” says St. Paul (Rom. 5:8). 

9. Lutheran theology declares the Biblical doctrine of 
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justification, according to which every human being is justified, 
has forgiveness of all sins and peace with God on account of 
the vicarious life and death and resurrection of Jesus Christ, 
the Son of God, for the sins of the whole human race. How- 
ever, the peace and salvation which God offers to all because 
it has been procured by Christ for all must be appropriated 
individually. Lutherans therefore hold that salvation is com- 
pleted as far as the acquisition and intention on the part of 
God are concerned, but not as regards its appropriation by 
man.’ It still needs to be appropriated by man. 

10. For the individual appropriation of the forgiveness 
of sins earned for all, personal faith is necessary; and by faith 
is meant faith in Jesus Christ as the divine Savior from sin.” 
The Formula of Concord defines the righteousness of faith, 
or justification by faith, as follows: 


We believe, teach, and confess that faith alone is the means and 
instrument whereby we lay hold of Christ, and thus, in Christ, of that 
tighteousness which avails before God, for whose sake this faith is 
imputed to us for righteousness, Rom. 4:5.° 


The nature of this faith will be described more fully later. A 
classic definition of saving faith is the following statement 
from the Apology of the Augsburg Confession: 


That faith which justifies is not merely a knowledge of history 
. . . but it is the certainty, or the firm, strong confidence in the 
heart, when, with my whole heart, I regard the promises of God as 
certain and true, through which there are offered to me, without my 


merit, the forgiveness of sins, grace and salvation, through Christ the 
Mediator. 


* John Theodore Mueller, Christian Dogmatics: A Handbook of Doctrinal 
Theology. St. Louis: Concordia Publishing House, 1934, p. 321. 

* Article IV of the Augsburg Confession. 

; Book of Concord, ed. F. [G. Friedrich] Bente. St. Louis: Concordia 
Publishing House, 1922, p. 220. 

" Ibid., p. 36. 


460 


WHAT'S LUTHERAN IN EDUCATION? 


11. But it is impossible for man in an unconverted state 
to believe the Gospel and to put his trust in Christ. The Scrip- 
tures deny to the intellect, heart, and will of natural man any 
capacity to will, to begin, to concur, to act in this matter of 
faith. A power which will produce in man a change of heart 
and mind, or saving faith in Christ and His way of life, is 
necessary. This power is the Holy Spirit operating in and 
through the Word of God and producing repentance and 
faith in Christ and His redemptive work. 

12. When a person feels contrition, or true sorrow over 
sin, and puts his trust in Christ as Savior from sin, he is born 
again spiritually. This beginning of spiritual life in the Biblical 
sense of the term takes place, then, not in a mere feeling or 
moment of “decision,” or in the turning over of a new leaf 
in a moral determination, but in dependence on Jesus Christ 
and His way of salvation. 

13. The new birth, or regeneration, is the beginning of 
what is called renewal or sanctification. As a person is spiritu- 
ally born again and thus becomes a child of God, the Triune 
God begins not only to live in him but also to restore in him 
the image of God. Genuine faith in Christ is a “faith which 
worketh by love” (Gal. 5:6). Article VI of the Augsburg Con- 
fession begins: “Also they [the Lutherans] teach that this 
faith [that God forgives sins freely for Christ’s sake] is bound 
tp bring forth good fruits.” As Walter Bartling has pointed out 
in a study of the Pauline “in Christ” concept, the Bible repre- 
sents “being in Christ” as being dead to sin and alive to God. 
Being alive to God involves sharing in the life of Christ and 
living a Christlike life by the power of His Spirit. 

14. The work of the Holy Spirit in the heart of a person, 
the renewal of the image of God in man, takes place within 


* The Formula of Concord, Thorough Declaration, II. z y 
° Walter Bartling, “The New Creation in Christ,” Concordia Theologi- 


cal Monthly, XXI, June, 1950, 404- 
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fallen human beings having a sinful, corrupt nature. The 
process of growing in grace, of putting off the so-called old 
man and putting on the new, is a lifelong struggle. In Lutheran 
theology the righteousness of faith (the imputed righteousness 
of Christ) is always complete and perfect. The righteousness 
of life (the inherent righteousness of the believer) is always 
very imperfect in the life on earth and is acceptable to God 
only because the believer in Christ is clothed in the perfect 
righteousness of Christ (Is. 61:10; Rev. 7:9-17).”” 

15. But though sanctification is held to remain imperfect 
in this life, maturity and perfection remain a goal, an aim, an 
objective of the Christian life. “Be ye therefore perfect, even 
as your Father in heaven is perfect,” is the will of Jesus (Matt. 
5:48). And in Lutheran Biblical theology the final end and 
destiny of all believers in Christ is the beatific vision, which 
connotes the perfection that the believers in Christ will have 
when they are completely restored to the image of God in 
eternal life and bliss in heaven. Added to the hope of a new 
body in the resurrection from the dead is also the hope of a 
new and perfect world to be established at the second coming 
of Jesus Christ.” 

16. All those who truly believe the Gospel and trust in 
Jesus Christ as their Savior from sin and its consequences are 
called the body of Christ, the church, of which He is the 
Head. Until the return of Jesus Christ the church continues to 
have certain functions to fulfill on earth, among which are 
worship, witnessing, teaching and preaching, the practice of 
Christian charity, and fellowship. 

? Formula of Concord, Thorough Declaration, II. 


ee L. Wilson, “Faith,” The Abiding Word, ed. Theodore Lactsch. St. 
Louis: Concordia Publishing House, 1946, I, 220. 
i Martin H. Franzmann, “Christ, the Hope of Glory,” Concordia Theo- 
logical Monthly, XXIV, December 1953, 896. 
“The Apology of the Augsburg Confession defines the church as fol- 
lows: The Church is not only the fellowship of outward objects and rites, as 


other governments,but it is originally a fellowship of faith and of the Holy 
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Of course, for the non-Lutheran or the doubting Lutheran 
all these doctrines or propositions need to be substantiated. 
They are elaborated in Lutheran exegetical and systematic 
theology. The concern of this present study is the educational 
implications of these doctrines or theological principles. 


IMPLICATIONS OF DOCTRINES 
RELATED TO EDUCATIONAL OBJECTIVES 


It would be easy to make many applications of Lutheran 
theology to educational theory. This is the task of a theology 
of education. The following paragraphs point to educational 
objectives. 

1. Because man is a creation of God, children belong first 
of all to God—not to parents, not to the organized church, not 
to the state—and it is for God to say what the purposes of 
man’s education ought to be. 

2. Since God’s purpose in creating heaven and earth, and 
man, was that He might be glorified, the first and final purpose 
of all education, and certainly of Lutheran education, ought 
to be the glorifying of God. Some people prefer to call this the 
ultimate end of man on the part of God, and insist that it 
must not be called the ultimate objective or aim. They say ob- 
jectives are that at which human beings aim. But the question 
might be asked, “Ought not God’s and man’s objectives be 
identical?” 

Regardless of the objections or the replies, those who 
make the glory of God the ultimate or final end of Lutheran 
education are in harmony with the doctrine that the ultimate 
purpose of all of God’s works is His glory. An educational pro- 


Eph. 1:22, when he says: “And gave Him to be the Head over all things to 
the Church, which is His body, the fullness of Him that filleth all in 
all. . . ." (Book of Concord, p. 71) 
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gram designed to serve this purpose will teach children, youth, 
and adults that their purpose, too, is to glorify God in all that 
they are and do and may become. The Biblical principle of 
life is; “Whether, therefore, ye eat, or drink, or whatsoever 
ye do, do all to the glory of God” (1 Cor. 10:31). 

3. The Scriptures indicate that when Adam and Eve 
came from their Creator's hand, they bore a likeness to God 
in their total being. They were perfect in their physical as 
well as mental and emotional make-up and behavior. In His 
image man pleased God and reflected His glory in all that he 
was and did. And no doubt it was God’s intent and purpose 
that all men should continue to live in a happy, intimate 
communion with Him. 

But the Biblical doctrine of man clearly spells out that 
sin changed man’s original condition and relationship with 
God. Because all human beings have inherited sin ever since 
the fall of man, the first great need of man is the removal of 
sin and the restoration of fellowship with God. Only in this 
way can the image of God be restored in man, and only in a 
restored condition is man able to glorify God. 

Since Jesus and the forgiveness of sins earned by His re- 
demptive work are the only Way back to life with God, the 
first concern of Lutheran education must always be the leading 
of people to a conviction of sin and a personal faith in Jesus 
Christ as the Lamb of God who takes away the sin of the 
world (John 1:29). Those who come to Christian faith need 
to grow through daily repentance, a continuing awareness of 
sin and a maturing faith in the promises of God through 
Jesus Christ. 

4. Inasmuch as this saving faith is held to be a creation 
of the Spirit of God, operating through the Gospel, it be- 
comes necessary that Lutheran education have as a primary 
purpose and function the preaching and teaching of the Gos- 
pel. Of course, man must be confronted with the demands 
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of God’s Law in order to grow in an awareness of his sin and 
his need of the Savior; hence the Law of God must also be 
taught in connection with the Gospel. But from a Pauline, 
Lutheran, and evangelical point of view the Law is “our 
school master to bring us to Christ that we might be justified 
by faith, but after faith is come, we are no longer under a 
schoolmaster” (Gal. 3:24, 25). Legalism, the attempt to de- 
velop spiritual children of God through rules, demands, 
threats, force, and a righteousness of works, is always false, ` 
futile, and destructive of faith and spirit, as St. Paul so clearly 
demonstrates in Gal. 3. In Christian education the concern 
must always be faith in Jesus Christ, which comes only by the 
personal experience of the Spirit of God, operating through 
the promises of God’s grace in Jesus Christ. 

5. Nevertheless, as previously indicated, God’s purpose 
in redeeming mankind, in making His plan of salvation known 
through His Word and church, in creating faith in Jesus 
Christ, extends beyond faith. Godliness—Christlikeness “unto 
the measure of the stature of the fullness of Christ"—Christian 
maturity and completeness in Christ—is what God wants in 
people. The goal is full-grown completeness of perfection of 
the total human being. Christian perfection and maturity in- 
volves all aspects of spiritual life—the physical, mental, emo- 
tional, social, moral, as well as religious sides of a total self. 
Since the life of man is a unit, he cannot be truly moral and 
religious apart from his physical, mental, emotional, social, 
vocational, or recreational life. He is spiritual, he is moral, he 
is religious in the various other aspects of his life. Hence com- 
plete sanctification, the total Christianizing of the individual, 
is the goal of Christian education. 

6. The power to live a Christian life (which, incidentally, 
is a life of love because God is Love) is in the very nature of 

"See such passages as Lev. 19:2; Titus 2:11-14; 2 Tim. 3:16, 17; and 
Eph. 4:11-13. These will be discussed later. 
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true Christian faith. This faith, through its grateful reliance 
on God’s forgiving love in Christ and His atoning work, is ac- 
tive in love. It expresses itself in love of God and fellow man 
because it is the workings of the Holy Spirit, “who proceeds 
from the Father and the Son.” 

So the goal of sanctification involves faith in Jesus Christ 
and justification and fellowship with God and a growing up 
into Christ in all things through the power of His Spirit in 
the inner man. And in this faith and fellowship, whereby God 
restores His image in man partially already on earth, there is 
the promise and hope also of complete sanctification in 
heaven. There man will again have a perfect knowledge of 
God's will and a readiness to fulfill it perfectly, thereby glorify- 
ing God in all things. 

7. One more observation. The Scriptures indicate that 
the believers in Christ on earth are not only to be “filled with 
the knowledge of Christ’s will” that they might “walk worthy 
of the Lord unto all pleasing” (Col. 1:9, 10), but they are also 
to fulfill specific services for Christ as members of His church. 
A great Lutheran educator has emphasized that the training 
of the young for participation in the life and work of the 
church is a major aim of Christian education. This part of 
the task of Lutheran education will also be noted in the 
following statements of ends and objectives. 

Secular education concerns itself with the development 
and preparation of man for life on this earth only. Its concern 
is therefore largely materialistic, and its content tends to be 
temporal and pragmatic in quality. Even humanism uses al- 
most exclusively the ideals and content of life on earth. 

Though Lutheran education is also interested in the de- 
velopment of man for a useful and good life on earth, it ap- 

^M. [J. M] Reu, Catechetics (Chicago: Wartburg Publishing House, 
1931), P. 275. 
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proaches this concern through the primary goal of eternal life 
with God. To realize the I-God relationship, Lutheran educa- 
tion uses chiefly what it calls the means of grace—the Word 
of God. This Word is properly identified in Lutheran theology 
as The Gospel of God’s forgiving love in Christ. It is the di- 
vine plan of salvation revealed in the Holy Scriptures and in 
the Sacraments of Holy Baptism and the Lord’s Supper. In 
its broadest sense the term Word of God includes the whole 
Bible, because in the last analysis the entire Scriptures are the 
inspired revelation of God’s will for His people as manifested 
by His “mighty acts” (cf. Psalm 78), the Hebrew dabhar here 
meaning both word and work. 

Lutherans believe that the Word of God is efficacious; 
that it is the means by which God creates, strengthens, and 
sustains the faith in Christ which produces the Christian life. 
Says Rein: 

It is only through this Word, which is Spirit and life, that man 
can be spiritually reborn so that he becomes a new creature im 
Christ. This Word alone can enlighten his mind and heart so that 
he not only has a proper concept of life and the universe, but also 
strives to glorify God and to serve his fellow men in all that he does.!6 


Because the Scriptures (the canonical books of the Old 
and New Testaments) are the Word of God in a very special 
sense, and are the source and norm of Christian faith and life, 
it follows that the Lutheran principle of sola Scriptura deter- 
mines the essential nature of the Stoff of the educational 
program.!* 

This Word of God, revealed by the Scriptures, appears, 
of course, also in secondary or derived forms, not only in the 
original inspired Hebrew and Greek texts. It appears, for ex- 


R, C. Rein, "A Lutheran Philosophy of Christian Education," Lu- 
theran Education, LXXXIV, April 1949, 470- f 

1 For official statements on Lutheran acceptance of the canonical books 
of the Bible as the only source and norm of Christian doctrine, see Doctrinal 
Declarations, St. Louis: Concordia Publishing House, 1957; P- 3 et passim. 
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ample, in sermons, hymns, pictures, prayers, human lives (liv- 
ing epistles—2 Cor. 3:3), historical events, experiences—even 
in afflictions, But all these find their truly Christian meanings 
in “the more sure Word” of the Scriptures (1 Peter 1:19-21). 

Many Lutheran principles of curriculum content are de- 
rived from the Lutheran doctrine of the Scriptures. Without 
further elaborating this doctrine, let it be noted that it de- 
mands: 

1. That the Bible be given first place in any curriculum 
for Christian education. 

2. That the Bible be dominant not only as basic subject 
matter but also as a dynamic frame of reference and an orient- 
ing force which Christianizes every other subject in a curricu- 
lum. 

3. That the Bible be seen as theology, as the inspired reve- 
lation of God, as divine truth and doctrine, as essentially Gos- 
pel manifested by the acts of God in past history; not mere 
stories, history, wise sayings, moral instruction, or the recorded 
religious experience of others. 

4. That Jesus Christ be acknowledged as the Word of 
God incarnate, the Logos, to whom all of Scripture must be 
telated in order to be interpreted properly. 

5. That the Law and the Gospel be distinguished in 
Biblical content, and that both be taught in proper relation- 
hip to each other, according to the purpose and function of 
each. 

6. That the Law of God be used to serve the Gospel (a) 
by developing an awareness of sin and the need for a Savior 
and God's forgiveness; (b) by revealing the paths of righteous- 
ness for those who desire to follow Christ because they have 
been made righteous through faith in Him. 

7. That the Gospel of God’s forgiveness of sins through 
faith in Jesus Christ be the dominant note in Lutheran edu- 
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cation, since it is the means for the development of Christian 
faith and the motivation for Christian living. 

8. That the Bible text itself be given to the learner to 
the extent possible, in the original languages on the highest 
level. 

9. That the Bible be taught in its totality, because “all 
Scripture is inspired by God and is profitable for teaching, for 
reproof, for correction, and for training in righteousness, that 
the man of God may be complete, equipped for every good 
work” (2 Tim. 3:16, 17 RSV). 
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Jewish Education 


MEIR BEN-HORIN 


Meir Ben-Horin (December 31, 1918—) was born in 
Konigsberg, the capital of East Prussia. He received a classic- 
humanistic education at the Stddtisches Gymnasium und 
Realgymnasium in the Free City of Danzig and studied mod- 
ern Hebrew literature, Greek and Roman literature, Jewish 
philosophy, Jewish mysticism, and archeology of the Middle 
East at the Hebrew University in Jerusalem. He holds the 
degree of Bachelor of Jewish Pedagogy, cum laude, from the 
Teachers Institute of the Jewish Theological Seminary of 
America, and the M.A. and Ph.D. from Columbia University. 
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Ben-Horin served in the U.S. Army during World War II 
in Italy, Germany, and Austria. He is a member of the U.S. 
Army Reserve and holds the rank of Major in Civil Affairs. 

In 1957 Ben-Horin published his Max Nordau—Philoso- 
pher of Human Solidarity, a first attempt to present in a sys- 
tematic and comprehensive manner the philosophy of one of 
the founding fathers of the State of Israel. The philosophy of 
human solidarity, or solidaritarianism, upholds the faith in 
man conceived not as homo faber but as homo faber domus, 
not as builder in general but essentially as home-builder on the 
personal and local, the tribal and national, the global and the 
cosmic levels. Solidarity, in Ben-Horin's interpretation of Nor- 
dau, denotes the unity of democracy and science, of compas- 
sion and intelligence, of mind and love. It stands, in Ben- 
Horin's view, as the free world's answer and challenge to 
the totalitarian creeds of our time. 

As a solidaritarian, Ben-Horin seeks to formulate a pro- 
gram and a philosophy of education in which the mind-love 
continuum stands at the center and functions as both goal 
and method. He adheres to the reconstructionist, rather than 
the progressivist, interpretations of Deweyan pragmatism. 

Ben-Horin's writings have appeared in The Educational 
Forum, School and Society, Saturday Review, Reconstruction- 
ist, Jewish Quarterly Review, American Jewish Year Book, 
Essays in Jewish Life and Thought. He is co-editor of essays 
and studies, presented in honor of Abraham A. Neuman, presi- 
dent of Dropsie College, Philadelphia, and managing editor 
of Jewish Social Studies, New York. 

He serves as professor of Education and chairman of the 
School of Education at the Dropsie College for Hebrew and 
Cognate Learning in Philadelphia. 
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JEWISH EDUCATION IN AN AGE OF 
SCIENCE * t 


Is ours the century or the age of science? There is much 
support for the view that science has come and has conquered. 
“The starry heavens above, the moral law within" are still 
taken by many as proof almost beyond question for the truths 
they accept "on faith." Not smaller, perhaps, is the number of 

those who concede that “science ruleth" because of the gleam- 
ing engines about, the perceptive mind within. 

Yet the case for the view that science has come, but not 
conquered, is not without merit. Like the image of a Ror- 
schach inkblot, our century has been “seen” as the age of 
fascism, of national socialism, of bolshevism, of the common 
man, of capitalism, of "the rising tide of color." Because of 
the rapidity of social change in our time, “ages” come and go 
like book “months” and music “weeks” and fire prevention 
“days.” This is true of the “age” of the fascio and the Haken- 
kreuz. Some “ages” exist side by side, such as say, the age of 
Gandhi’s ahimsa (non-violence) and Lenin’s age of violent 
revolution. Other “ages” are really ages-in-the-making rather 
than actual, past or present. To these belong both the age of 
democracy and the age of science. 

Do the world wars, the cold war, the local wars, the Kås- 
sem, Castro, Nasser, Mao Tse-tung revolutions bespeak the 


* Meir Ben-Horin, “Jewish Education in an Age of Science,” Judaism. 
New York: American Jewish Congress, Vol. 9, No. 4, Fall, 1960, pp. 339- 
45. Used by permission of the author and publisher. 

+ Far from constituting an Age of Science, Dr. Ben-Horin maintains 
that our age, as judged by a large number of egregious manifestations in poli- 
tics as well as ideology, is actually pre-scientific. However, the inevitability of 
the latter poses a number of basic questions as to both the goals and methods 
of Jewish education. Here, the author essays to outline the reorientation re- 


quired of Jewish education, if it is to function effectively in the coming Age 
of Science. 
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age of science? Do the suppression of Hungary and Tibet? 
Is it truly an age of science in which consumer goods reach 
the public before they have attained acceptable standards of 
health and safety? Dishonest management and corrupt labor 
unions, scholars of deceit, best-selling music by verdict of 
“the syndicate,” rages of fashion, the vogue of revivalists, 
magic healers, mystics and “beat” philosophers—are these 
the sign of science? Disease, deception, poverty, honorless 
profiteering, rugged politics and trading in human destinies 
—do they not rather describe and define pre-scientific times? 

It may be wiser to acknowledge that we live in pre-historic 
times and that human history worth the name has not yet 
begun. By the same token, neither a mature era of democracy 
nor a full-fledged epoch of science has thus far dawned upon 
mankind. Only those who are bent on besmirching the good 
name and high prestige of science will affix the scientific label 
to pre-scientific and essentially anti-scientific manifestations of 
man’s nature.* 

The age of science needs to be created. It is not here nor 
is its coming an inevitable decree of nature. But if we survive 
our pre-scientific superstitions, animosities, absolutisms, fanati- 
cisms, it may be brought into being. 

To hasten its coming and to prepare for the age of sci- 
ence, Jewish education needs to become serious about the fol- 
lewing four interrelated propositions. 


First, Jewish education as education must be relentless in 


the pursuit of truth. This is to say that its commitment to 
Judaism and its commitment to truth based on evidence must 


never be viewed as incompatible. 


1§ee Meir Ben-Horin, “Communism and the Faith in Man,” The Re- 
constructionist, Vol. 20, No. 1, February 26, 1954- Also idem, “Toward the 
Dawn of History,” Joseph L. Blau et al., editor, Essays on Jewish Life and 
Thought (presented in honor of Professor Salo W. Baron). New York: Co- 
lumbia University Press, 1959, PP- 39-54- 
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Truth, as far as education is concerned, is greater than 
nationalism, greater than victory on election day, greater than 
winning prizes on television and elsewhere, greater than amass- 
ing fortunes, honors, favors of the mighty and of the beautiful. 
Truth is the seal of the Eternal. 

Bertrand Russell has said, “Be scrupulously truthful, even 
when truth is inconvenient, for it is more inconvenient when 
you try to conceal it." And he has warned, “Do not think it 
worth while to produce belief by concealing evidence, for the 
evidence is sure to come to light.” 

In 1924, the American Historical Association, upon the 
recommendation of its Committee on History Teaching in 
the schools and of its executive council, resolved that “genu- 
ine and intelligent patriotism, no less than the requirements 
of honesty and sound scholarship, demand that textbook 
writers and teachers should strive to present a truthful pic- 
ture of past and present, with due regard to the different pur- 
poses and possibilities of elementary, secondary, and advanced 
instruction; that criticism of history textbooks should there- 
fore be based not upon grounds of patriotism, but only upon 
grounds of faithfulness to fact as determined by specialists or 
tested by consideration of the evidence; that cultivation in 
pupils of scientific temper in history and in the related social 
sciences, of a spirit of inquiry and a willingness to face un- 
pleasant facts, are far more important objectives than the 
teaching of special interpretation of particular events; and 
that attempts, however well meant, to foster national arro- 
gance and boastfulness and indiscriminate worship of national 
‘heroes’ can only tend to promote a harmful pseudo-patriot- 
ism.” 

The crux of the matter is concealment of evidence. 
Whether we teach the age of the earth or the origins of the 
human species; whether we teach the story of the oil that 
kept the lamp burning on the first Hanukkah; or whether it 
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is the story of the donkey who spoke to Balaam; or whether 
our subject is the difference between Conservative, Orthodox, 
and Reform Judaism or its naturalistic versions; whether we 
teach the contributions made to Zionist realization by Max 
Nordau or by his opponent Chaim Weizmann, or Ben-Gurion 
or his opponent Vladimir Jabotinsky; whether we teach the 
virtues of science and the sins of religion or vice versa—in all 
events, the truth and all relevant evidence, whether pleasant 
or not, “dangerous” or not, the truth is what we must strive 
to attain, the truth or the search for it, the passion for it, the 
relentless pursuit of it. 

If science embodies such relentless pursuit of truth, Jew- 
ish education must in this sense be scientific. Legend must be 
understood as legend, poetry as poetry, older belief as older 
belief, palpable error as such, verified claim as such. Jewish 
education must be an adventure in the pursuit of truth about 
Jews and Judaism, ancient, medieval, modern. 

Jewish education as a guided and encouraged quest for 
truth about Jewish existence implies the centrality of the in- 
telligent process in its methods. Truth is not handed down 
but is arrived at through inquiry. Jewish education, therefore, 
is inquiry into the nature, the meaning, and the direction of 
Jewish development. It is free inquiry, not inquiry with pre- 
ordained conclusions or with prescribed official doctrines of 
schools, seminaries, national organizations, parent congrega- 
tions, or individual authorities. It is free inquiry, proceeding 
from real problems to relevant data to warranted conclusions. 

Consider, for example, the proposition that archaeology 
confirms the Bible. Herman Wouk in This Is My God (p. 24) 
writes: “Archaeologists have known for some time that the 
history of Eastern Mediterranean civilization in the Bible is 
accurate; that we have in hand substantial corroboration of 
the main points of the Jewish national narrative; that in fact— 
setting aside the miraculous details which the scientific mind 
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demurs from—it all happened.” Here is a real problem for 
Jewish education: What does archaeology really affirm about 
the Bible and what does it not? Wouk’s statement is not so 
dishonest as to slur over the obvious fact that archaeology 
does not confirm claims of divine intervention in, say, the 
genesis of the earth or the standstill of the sun during Joshua’s 
battle with the five kings or the Revelation on Mount Sinai 
or the ten plagues or the splitting of the Red Sea or the 
Heavenly fire that on Mount Carmel consumed Elijah’s burnt- 
offering and wood and stones and dust and water and thus 
demonstrated that Elijah’s and not the Baal priests’ god is 
the true God. Yet Wouk puts these unconfirmed reports 
of the Bible side by side with confirmed ones such as the 
existence of Abraham and Moses. Says Wouk: “Archacolo- 
gists have known . . . that in fact—setting aside the miracu- 
lous details which the scientific mind in principle demurs 
from—it all happened.” What “all happened”? The reader’s 
attention is not directed to the exceptions mentioned paren- 
thetically and with implied derision of the “scientific mind.” 
His attention is directed to the primary assertion to the effect 
that according to archaeology "it all happened.” 

For Jewish education we must claim canons of truthful- 
ness that are far more stringent than those which make for 
some best-selling novels or biographies. In the age of science 
in-the-making, to be Jewishly educated means to have as- 
quired an understanding of Judaism in the light of the best 
available evidence and understanding of the rise of a civiliza- 
tion, its lasting accomplishments, and its unresolved prob- 
lems. To be an educated Jew is to have at least an inkling, 
based on prolonged inquiry, of Israel's historic struggle to 
emancipate itself from its own older myths and to emerge 
from ongoing encounters with reality carrying a purer faith 
and a more humane vision of God. 

Whitehead wrote: “In the conditions of modern life the 
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rule is absolute, the race which does not value trained intelli- 
gence is doomed.” To this it may be added that there is no 
future for the uneducated peoples in the coming ages of sci- 
ence, and those who do not live by the truth and by the pur- 
suit of truth, will not live at all. 


In the second place, Jewish education in the age of sci- 
ence, which is to come, must do its share in proclaiming, teach- 
ing, and demonstrating the unity of science and of love. The 
age of science which is not, at the same time, the age of love 
is not likely to be an age at all. Science is not viable without 
love. 

Traditionally, Jewish religion has proclaimed that “God 
is truth, his Torah is truth, his prophets are truth and He 
abounds in doing goodness and truth.” Yet God is also love. 
He shows mercy to thousands, forgiving iniquity and granting 
acquittal. He loves us with everlasting love, has drawn us with 
love and blesses us with love. In Him, truth and love are in- 
separable. 

Science has often been alleged to be dispassionate, neu- 
tral, beyond passion and compassion. es 

Yet precisely in an age of science the common recognition 
of the essential unity of intelligence and compassion or mind 
and love may save the age. Judaism as a religio-ethical civili- 
zation may undergo a renewal of relevance if it can demon- 
strate, in thought, in action, and in education, that in the fu- 
sion of human intelligence and human love, mankind may 
have a force that is stronger than that released by atomic fis- 
sion. For Jewish education it would follow that compassionate 
love should join the process of intelligence in its methodologi- 
cal center. Neither suffices without the other. Science without 
love may destroy itself and the world. Love without science 
tends to be forgetful of actual conditions to be effective. Love 
leads intelligence to transcend conditions; intelligence leads 
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love to fasten upon transcendence within immanence, upon 
ideals within the realm of fulfillment. Science may be under- 
stood as the method of love; love as the engine of science. 
Consummation of both is human salvation. 

Jewish education as the education of, by, and for a re- 
ligious civilization must pioneer in developing the fuller mean- 
ing of the unity and identity of mind and love, and must come 
to regard the release and development of these twin powers in 
human beings as among its central obligations. 

Third, Jewish education for the age of science must ad- 
dress itself to the question and the quest of Jewish relevance. 

By relevance is meant availability to furnish guidance for 
the solution of basic human problems of the modern world. 

One such problem is the population explosion. By 1975, 
it has been estimated, 77 million human beings will be added 
to the human race each year and by 2000 it will be 126 million 
new humans each year. Six billion men, women, and children 
may greet the year 2000, as against the 2% billion that walk 
the earth today. In this development, the central fact is that 
population growth will tend to be greatest where people are 
poorest. This means that the nations concerned are likely to 
resort to desperate means in order to get their share of the 
world's resources. 

Another problem is the attainment of an economy of 
plenty and at the same time a political structure of individual 
liberty, a social order in which social planning goes hand in 
hand with personal and group initiative. 

A third problem is the achievement of full independence 
of nations together with unitedness of mankind. 

A fourth problem is the achievement not of the UN but 
of the UR, the United Religions, and the US, the United 
Sciences, and the UE, the United Educations, the UA, the 
United Arts. 


Israel has been exporting technicians to a number of coun- 
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tries in the Far East and in Africa. It has exported actresses, 
dancers, women’s fashions and models. Citrus fruits and cars 
and public relations personnel as well as political personalities 
have gone forth from its shores. Admiration for its military 
victories, for the spirit of the Ingathering of the Exiled has 
been generated widely. All these are remarkable accomplish- 
ments which may be belittled only by an ungenerous spirit. 
And then there is Yael Dayan's book and there are paintings 
and musicians and composers and more serious novelists. 

But Torah in a new, not ordinary, sense, Torah with a 
new relevance to modern industrial socicty, to the struggle 
between democracy and totalitarianism, to the ongoing con- 
flict between the sciences and the humanities and the theolo- 
gies, Torah with a new relevance to the human situation has 
not gone forth from Zion. Nor should it be expected in the 
early decades of Jewish statehood. 

American Jewry has been exporting Leonard Bernstein 
and Aaron Copland and UNRRA's Herbert Lehman and Doc- 
tor Salk and J. Robert Oppenheimer and Golda Meir and the 
heroic Colonel David Marcus who is buried at the cemetery 
of the West Point Military Academy. But Torah, in the sense 
of a new design for civilization, has not gone forth from Ameri- 
can Jewry except, perhaps, in embryonic form. j 

For the preparation of our people for the creation of new 
xelevance is not a political problem nor a military problem 
nor an economic problem, important as these are. It is essen- 
tially an educational problem. we 

Science producing new forms of human association across 
the continents increases the degree of irrelevance that older 
forms of human association have for us. The distance between 
us and the intellectual victories of the past grows more rapidly 
than the flight of chronological time permits us to believe. As 
Professor Baron has it, the concept of national sovereignty is 
more and more obsolete. Adolf A. Berle, Jr. taught us that 
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the concept of private property is undergoing basic change 
in an age of corporations and labor unions and governmental 
responsibility for public welfare. Where “the show is rigged,” 
whether in industry, in sports, in literature, free competition 
is a myth. Nor are we entirely sure of the age-old bit of com- 
mon sense that there are definite limits to what the human 
mind can do. Herbert Spencer, we were reminded by Viscount 
Samuel, made a division between the known, the unknown, 
and the unknowable. “But whether there is an unknowable 
is itself among the unknown.” * More recently, Professor John 
Herman Randall, Jr., suggested that “the world for science 
knows no limits—it is co-extensive with the world of vision, 
with everything man finds in the world.” * Said Professor 
Philippe LeCorbeiller of Harvard recently in discussing “The 
Crisis in Science Education”: “Science is Power: the power of 
doing things that have never been done before. No one can 
set limits to what science might achieve." * 

Similarly, science producing new forms of understanding 
of natural events increasingly relegates to remoter recesses of 
antiquity pre-scientific interpretations of the universe. Today, 
notions of a superhuman will intervening to originate cosmic 
energy rapidly seem to join notions of the divinity of moun- 
tains, stars, emperors, selected messengers and prescriptions 
of medieval physicians: they sound almost equally dated 
and outdated. The idea that godhood attaches to an Abse- 
lute or an Ultimate, although enjoying a current vogue, strikes 


* Belief and Action, Indianapolis-New York: The Bobbs-Merrill Co., 
1937, p. 37. See also his In Search of Reality, New York: Philosophical Li- 
braty, 1957, P- 235. 

ature and Historical Experience, New York: Columbia University 
Press, 1958, p. 306. 

* Philippe LeCorbeiller, “The Crisis in Science Education," in Brand 
Blanshard, editor, Education in the Age of Science. New York: Basic Books, 
1959, p. 230. See also Sir Julian Huxley's brilliant essay, “The Future of 
Man," Bulletin of the Atomic Scientists, Vol. xv, No. 10, December, 1959, 
PP. 402-404, 409. 
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many as not less antiquated idolatry than cruder and earlier 
modes of idol worship. : 

In the realm of human associations and in the realm of 
beliefs about the cosmos, renewed Jewish relevance is a condi- 
tion of continued Jewish existence. In ages of science, to be is 
to be in the lead, or at least with the lead group. To attain 
such renewal, a sustained educational effort is required—an 
effort that embraces the Jewish people as a whole, from the 
kindergarten to the graduate school and to lifelong educa- 
tional pursuits. 

Jewish education in a scientific age in-the-making signifies 
a sustained search for new relevance. It signifies the enrollment 
of our people as a whole in the inquiry into the fundamentals 
of Judaism in the remote and recent past, into the impact of 
science and democratic principles upon these fundamentals, 
and in the application of its creative thought to fruitful in- 
novation which, in the spirit and with the forms of Israel's 
traditional culture, may produce a new golden age of culture 
under science. 


Finally, as the education of a religious civilization, Jewish 
education is duty-bound to concern itself with the core con- 
cept of Jewish religion—the belief in God and the meaning 
of God. 

e The age of science-to-come is not likely to be a mono- 
lithic one, and existing versions of Judaism may be expected 
to continue functioning and creating their institutions, includ- 
ing their institutions of education. Their attitudes toward 
science will range, as now, from opposition to co-existence to 
wholehearted self-identification. The meaning of God pre- 
sents not much of a problem to the anti-scientists and the 
co-existentialists. They will persist in adhering to traditional 
or near-traditional meanings. But those who adopt the scien- 
tific frame of mind and cannot withhold assent to the evoly; 
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ing pictures of the universe presented by the sciences, will 
have to reconstruct their religious outlook so that it may com- 
plement science in the manner proposed for love so that uni- 
fied science, love, and faith may come to be “our life and the 
length of our days.” 

Professor Robert Ulich of Harvard has defined faith as 
the “consciousness of everything seeable being in the embrace 
of the unseen.” ? 

But what is the nature of “the unseen”? It may be sug- 
gested that faith in the age of science may come to be identi- 
fied as the consciousness of everything seeable or given, seeable 
or present, being in the embrace of the ungiven, the unpres- 
ent, the as-yet-ungiven, the as-yet-unpresent but present-to-be 
or simply consciousness of everything present being in the 
embrace of promise, the promise of existence. Faith is con- 
sciousness of the reality and the realiability of the promise 
inherent in existence. Judaism under science may come to be 
the religion of the promise. Matter, after all, is derived from 
mater, mother, or that which holds the promise of productivity 
and new life. Nature is derived from natura meaning she who 
gives birth. God may come to be worshipped not simply as 
cosmic process but as the cosmic process by which the promise 
of existence turns into reality. God may come to be conceived 
as the universe acting on the level of its highest potentialities, 
as what the cosmos does with its potentiality for salvation, as 
the Gestalt of the cosmic promise. 

These formulations, in all their tentativeness, are offered 
as indications of what kinds of reconstruction may be re- 
quired in order to carry faith in God forward into the age of 
science, 

* The Human Career, A Philosophy of Transcendence. New York: Har- 
pet & Brothers, 1955, p. 53. 
*Cf. Herbert W. Schneider, “The Unnatural” in Naturalism and the 


Human Spirit, edited by Y. H. Krikorian. New York: Columbia University 
Press, 1944, p. 125. 
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In sum, Jewish education in an age of science and func- 
tioning within the framework of Jewish civilization must meet 
the scientific challenge by 

(1) activating human intelligence in the pursuit of truth; 

(2) striving to unite scientific method to compassionate 
love; 
fostering the Jewish people’s quest for new relevance 
of Judaism to the human situation in the modern 
world; 
participating in the efforts of Jewish philosophy, the- 
ology, scholarship, the arts, and of the Jewish com- 
munity, as a whole, to express the meaning of God 
and the essence of Jewish faith in the language of 
men and women who see the world through the eyes 
of science. 

The Jewish past was built on three foundations: Learning 
or Torah; worship or abodah; charity or gemiluth hasadim. 

The Jewish future seems to require a four-sided base: the 
relentless pursuit of truth; the search for relevance; the coales- 
cence of science and love; the re-reading of the book of nature 
for the evidence of its promise. 


I 


(3 


Ra 


(4 


* — LOYALTIES IN JEWISH EDUCATION * 


In the first place, Judaism, as the evolving religious civili- 
zation of the Jewish People, by virtue of its participation in 
contemporary technological civilization, is involved in the 
science-induced rapid social change which characterizes our 
time. Judaism shares in the opportunities of the age, suffers its 

" Meir Ben-Horin, “Loyalties in Jewish Education," Reconstructionist, 


Vol. 22, No. 3, March 23, 1956, pp- 17-21- Used by permission of the au- 
thor and publisher. 
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tensions, undergoes the terrors of its still rampant irrational- 
isms and mysticisms, and contributes to its trials and its tri- 
umphs. 

It follows that merely to habituate our young in ancient 
and medieval outlooks, assumptions, beliefs, and loyalties is 
to prepare the coming generations for life in the past, for prac- 
tices expressing historically significant, but no longer vitally 
applicable meanings. It is to equip them with knowledge of 
an obsolete cosmology, physiology, anthropology and history, 
and with a morality, a theology, and a philosophy no longer 
acceptable without serious reservations. 

Education for Judaism as the creatively involved civiliza- 
tion of our People requires a basic reorientation in which the 
traditional texts, concepts, valuejudgments and value-com- 
mitments are regarded, not as exclusive ends-in-view, but rather 
as instrumentalities for the ends of a reawakened Jewish crea- 
tivity. In conjunction with the non-Jewish value-systems which 
we share and create as members of the broader community, 
the historical sancta or symbols of self-consecration and the 
historic civilia or ways of common conduct and common 
thought of “catholic Israel” ought to function as means for 
securing both continuous safety and safe continuity in the 
transition from past to future experience. For, if the proper 
study of man is no longer simply man, but, in Dewey’s lan- 
guage, “the continuous reconstruction” of man’s experience, 
then the proper study of man as Jew is the progressive rein- 
terpretation, reformulation, and reconstruction of Jewish ex- 
perience. 

A Jewish education of this kind dealing with “genuine 
problematic life-situations,” and aiming at their cooperative 
solution, is no longer just supplementary in nature as is most 
present-day Jewish schooling. Education for the reconstruc- 
tion of Jewish experience is not simply an addition of certain 
courses of study or of a number of credit-hours to an already 


454 


JEWISH EDUCATION 


crowded curriculum of public education. Being reconstructive 
rather than additive in nature, it is concerned with activities 
and educative experiences related to the core questions of life, 
and, especially of Jewish life, in our time. Its province is not 
to provide ancient and medieval answers to queries to which 
general education furnishes modern scientific answers. Rather 
its office is to grapple with problems which never can be of 
equal concern to the general American school: the Jewish prob- 
lems of our time arising from our very will to continued Jewish 
existence. These include the problems of how to express Jew- 
ishness, personally and collectively, in twentieth-century Amer- 
ica and in the twentieth-century world; problems of the nature 
and function of religion in scientific-technological society; 
problems of changing Jewish communal and congregational 
organization, authority, and sanction; problems of proximity 
and distance in relation to the State of Israel; problems relat- 
ing to the direction and the contents of Jewish education it- 
self. 

Second, Jewish education must wholeheartedly and ear- 
nestly strive to inculcate the spirit of trans-cultural empathy. 
While fostering loyalty to Judaism as the distinctive civiliza- 
tion of Jewry throughout the world and the ages; while never 
minimizing the reality and the enormity of anti-Semitism and 
anti-Israclism, social, racial, and religious; while creating a 
sense of responsibility for the welfare and the freedom of the 
Jewish state and Jewish communities the world over; Jewish 
education must at the same time help to combat feelings of 
animosity vis-à-vis the non-Jewish world in general and demo- 
cratic society in particular. It is, according to this view, the 
function of Jewish education to teach the rising generations 
of our people that independence may mean utter isolation 
and that interdependence is not a step toward assimilation 
and eventual disappearance. Love for Judaism is either com- 
patible with love for all ethical civilizations and for the hu- 
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manity of our species, or it is in itself incompatible with Juda- 
ism. “Chosenness” is an immoral principle, if it refers to any- 
thing but the superiority of human intelligence and love over 
the pre-humanities of nature and the inhumanities, ancient 
and modern, of ecstatic terror. The individuality of all things 
is a more accurate description of reality than “the unity of all 
things,” but, on the human level, this individuality need not 
spell captious pugnacity. Rather it should imply the capacity 
for what Schopenhauer called Mitleid and Mitfreude or, 
roughly, sympathy and sym-pathos, compassion and comfort. 

Third, in theory and in practice, Jewish education ought 
to make its contribution to the development of the under- 
standings and the skills necessary for cooperative planning in 
communal affairs. Active citizenship in a free society, both in- 
ternal and external to Jewish life, will make such personality 
structure perhaps the primary goal of all education. The Jew- 
ish school on all levels, fortified by the power of a millennia-old 
religious tradition in mutual responsibility of group and indi- 
vidual, should become an active force in this vital area of edu- 
cation. Far from being concerned mainly with attitudes appro- 
priate to “naturalization” or “super-naturalization” in other- 
worldly spheres of “being,” the modern Jewish educator ought 
to give increasing attention to the means of teaching the quali- 
ties of public-minded citizenry, combining idealistic vision 
with this-worldly skill and intelligence in decisive social ac 
tion. 

Fourth, in the area of science and religion Jewish educa- 
tion should take its place in the forefront of fearless inquiry 
and broader understanding. Jewish teachers, perhaps for the 
first time in their lives, become aware of the pressing need for 
convincing answers when confronted by a class of children or 
adolescents. Since parents and students continue to regard the 
Jewish school as a school of religion, the teachers’ responsibil- 
ity in this context touches upon some of the deepest sensibili- 
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ties of the community. If Jewish religion is to live, not only 
by virtue of the synagogue and the home, but also because of 
what the school does for it and with it, Jewish educational 
leadership must be asserted in this crucial sector of life for 
which no single institution can hold an exclusive monopoly. 


Tue Jewish Scoot More THAN AN 
ANNEX TO THE SYNAGOGUE 


It is the duty of the Jewish school to be more than an 
annex to the synagogue. The school is neither the junior con- 
gregation nor, on the high school and college levels, is it the 
senior congregation. The school ought to promote, encour- 
age, and teach participation in public worship and obsery- 
ances, just as it ought to teach understanding of and participa- 
tion in other public activities, such as the United Jewish 
Appeal, organized Zionism, Hebrew arts, and Jewish research. 
Yet the specific function of education qua education with re- 
spect to religion is not just practice but thought, not just par- 
ticipation but inquiry, not just observance but reflection. lf 
the continuing shift from revelationary to communal authority 
requires the application of reflective intelligence to the prob- 
]em of Jewish religion and religiosity, the school ought to ob- 
serye and to practice loyalty to the standards and modes of 
untrammeled investigation and, transcending congregational 
commitments to doctrine, ought to liberate the powers of reli- 
gious creativity. 

For, finally, institutions will be judged by what they do 
to liberate human intelligence for the creation of richer mean- 
ings and more adequate ways of achieving the fulfillment of 
the human promise. Jewish education, to the extent that it 
emerges from its pre-professional stage of mere subject-matter 
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transmission and dogmatic indoctrination, will cease habituat- 
ing our young to routine behaviors and ideas and adjusting 
them to a fixed social and intellectual situation which, as one 
may put it, is preparing them for what is known not to be and 
is not preparing them for the unknown that is to be. To the 
degree that Jewish education seriously and sincerely dedicates 
itself to the shaping of consummate Jewish personalities whose 
free minds and compassionate hearts rise to the challenge of 
the “new age” in the spirit of the citizen-soldiers of Gaza and 
of the citizen-soldiers of Concord and Lexington—to that de- 
gree will Jewish education itself become an object of loyalty 
to those who can do and those who can teach, those who can 
think and those who can love. 
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CHAPTER 21 


— 


Religion and the Philosophies 
of Education 


THEODORE MEYER GREENE 


The thesis I would like to defend, and to which many of 


LJ 
you are partial, is one which America finds it difficult to under- 


stand and accept. It is simply this: that education divorced 
from religion is doomed to spiritual sterility; that religion di- 
vorced from education is doomed to superstition; that a dog- 
. . * Theodore Greene, "Religion and the Philosophies of Education," Re- 
ligious Education. New York: Religious Education Association, March-April, 
1954, pp. 82-88. Used by permission of the author and publisher. 


"This article was originally an address to the Fiftieth Anniversary Con- 
vention of the Religious Education Association held in Pittsburgh in Novem- 
ber, 1953, and was published in Religious Education as a part of the pro- 


ceedings of the convention. 
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matic religious faith and a dogmatic secular philosophy of 
education are bound to be mortal enemies; but that religion 
and education, in proportion as both are honest, informed, 
and humble, that is, truly liberal, are natural allies. In other 
words, if religion is man’s search for, and response to, ultimate 
meaning, and if education is man’s total preparation for a 
meaningful life, it follows that only religion can give ultimate 
meaning and depth to man’s aspirations, and that only edu- 
cation can make these aspirations intelligent, informed, and 
creatively effective. So defined, religion and education are both 
absolutely essential to man’s perennial quest for responsible 
freedom and enlightened dedication. 

This thesis rests, of course, on certain basic presupposi- 
tions regarding human nature and the universe of which we 
are a part; regarding the generic character of religion; and re- 
garding the essential goals of education. I cannot here defend 
the validity of any of these presuppositions, but I can at least 
try to tell you what they are. 


Man and Ultimate Reality 


(1). I am assuming, in the first place, that man is a be- 
ing of great commplexity who finds himself in an even more 
complex universe. I am assuming that man’s nature reflects, 
in its own distinctive way, the total universe of which he is 
a part. I am assuming that he is so made that he can know, not 
completely but more and more adequately, the orderly struc- 
ture of this universe; that he can enjoy its texture and its 
beauty; that he can participate in its purposes and values with 
ever increasing sensitivity; and that, by judicious response to 
the universe, he can grow in spiritual stature and fulfil his 
proper destiny. 

I am assuming, in short, that the good life is the wisely 
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responsive life—a life responsive to the order, the beauty, and 
the inner meaning of the universe itself. This responsiveness, 
however, is by no means passive or mechanical. To be effec- 
tive it must be both re-creative and creative. For example, if 
we want to understand the world of nature we must first study 
her closely and listen to her answers to our questions. We must 
then interpret these answers and try to re-create, in our own 
minds, her inner character. Then, in the light of our observant 
and re-creative understanding of her, we must, as best we can, 
create our own artifacts and social institutions for our com- 
mon use and our common loyalties. 

This conception of our universe and man’s relation to it 
has, of course, been challenged again and again throughout 
our Western tradition by those who believe that reality is 
either indifferent or hostile to man's highest aspirations. 
Bertrand Russell is perhaps the most famous contemporary 
expositor of this view in a philosophical tradition that goes 
back to Democritus and Lucretius. It is his belief that every- 
thing that man can achieve must be achieved entirely on his 
own initiative and despite a universe which is itself blind and 
indifferent to human welfare. Some of John Dewey's disciples 
have wrongly attributed a similar conception of reality and 
human destiny to him, ignoring passages such as the following 
from A Common Faith: 


° 

„The essentially unreligious attitude is that which attributes human 
achievement and purpose to man in isolation from the world of physi- 
cal nature and his fellows. Our successes are dependent upon the 
cooperation of nature, The sense of the dignity of human nature is 
as religious as is the sense of awe and reverence when it rests upon a 
sense of human nature as a cooperating part of d larger whole. Natural 
piety . . . may [and, Dewey believes, should] rest upon a just sense of 
nature as a whole of which we are parts . - - Such piety is an inherent 
constituent of a just perspective in life. (Pp. 25-6. My italics; cf. 
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I do not myself find Dewey’s conception of “nature,” a term 
which he equates with “reality as a whole,” at all adequate. 
He is, I believe, blind to precisely that dimension of depth, 
of value, and of holiness in the universe which philosophical 
idealism has always defended and which the great religions 
of mankind have so fruitfully explored. I have quoted him, 
however, to remind you that even he, unlike those who are 
cynical regarding the universe, believes that man can realize 
his proper destiny only in cooperation with, never in mere 
defiance of, reality itself. 

My basic presuppositions regarding both religion and edu- 
cation, in turn, rest squarely on this basic conception of man’s 
relation to the universe. Religion is, in essence, man’s search 
for, and response to, ultimate cosmic meaning—a meaning 
usually associated with Deity. Education is essentially man’s 
effort to prepare himself for a meaningful life. Both therefore 
rest on the assumption that life can have meaning and that 
this meaning can be discovered because our universe is itself 
meaningful. Let me attempt to make these conceptions of re- 
ligion and education a little clearer. 


Nature of Religion 


(2). Religion is simultaneously a quest and a response— 
a quest for ultimate meaning and a response to the intrusion 
of ultimate meaning into human life. Both quest and response 
have, in man’s cultural evolution, taken on very diverse forms 
—forms which we today describe as culturally conditioned. 
But all these diverse types of quest and response in the chief 
religions of mankind have also had much in common. The 
quest has usually arisen out of man’s profound sense of in- 
adequacy—his sense of finitude and fear, ignorance and sin. 
It has also been motivated by a steadfast faith that there must 
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be something in the universe greater and holier than man him- 
self, something, moreover, which is able to redeem human life 
from utter futility, if only it can be found and grasped with 
humility and awe. This perennial quest, in turn, has been ac- 
companied in all the higher religions of mankind with a pro- 
found conviction that the inner spirituality of the universe 
has revealed itself to man, in however diverse ways, and that 
these revelations have enabled man actually to encounter the 
Divine, to know it, and to worship it in appropriate ways. 

It is precisely here that religion differs sharply from most 
forms of secular philosophical idealism. Idealists have urged 
eloquently for the objectivity of truth and justice, beauty and 
moral goodness, but they have usually conceived of these 
values as passive, awaiting, like the laws of nature, man’s in- 
itiative and discovery. Religious faith, in contrast, has con- 
ceived of spirit as not only objective but dynamic, as active 
rather than passive. This is why religion must be described 
not only as a quest but also, and essentially, as a response to 
the Divine Initiative. Religion always involves, in one way or 
another, a belief in a vital revelation. 


Nature of Education 


ə (3). Education, in contrast, is essentially a human ven- 
ture, a major instance of creative human initiative. It is, par 
excellence, a human quest and the preparation for this quest. 
Its vital nerve always has been, and always must be, fresh in- 
quiry, the genius of research. Divorced from such on-going TC- 
search, education is condemned to traditionalism—to the 
preservation and propagation of past discoveries. Research 
must, of course, be rooted in past achievement; we must stand 
on the shoulders of our predecessors. But education loses its 
dynamism unless it is, for both teacher and scholar, a. con- 


493 


EDUCATION IN SOME PROTESTANT AND JEWISH THOUGHT 


tinuing venture of discovery. The school can therefore be de- 
fined as a community of older and younger scholars concerned 
with the assimilation and dissemination of available knowl- 
edge and inherited wisdom but, above all, dedicated to the 
cooperative search for new knowledge and greater wisdom. 

But knowledge of what? and wisdom of what type and 
for what purpose? The only possible answer to these questions 
is: Knowledge of everything within human reach in the world 
of nature and in human society; wisdom regarding the mean- 
ing and value of all things in their relation to human life. So 
defined, knowledge and wisdom are both essential for the good 
life. Knowledge, as such, is factual and tends to be parochial; 
wisdom is essentially evaluative and synoptic. Without knowl- 
edge, wisdom is impossible—evaluation without factual an- 
chorage is idle day-dreaming. But factual knowledge without 
wisdom is narrow, dry, and meaningless. The goal of our edu- 
cational quest must therefore be wisdom rooted in knowledge, 
knowledge redeemed by wisdom. Man’s mighty venture in self- 
education and the education of others is meaningful only if 
the goal is factually rooted wisdom. i 


Religion and Education 


How, then, are these two great human enterprises, reli- 
gion and education, related to each other? Here I shall speak 
as honestly as I can and as bluntly as I must. Religion and edu- 
cation must collide in mortal combat if either, and certainly if 
both, congeals into dogmatic self-sufficiency. If religion sets 
faith in opposition to reason it will inevitably value orthodoxy 
more highly than a living faith in a living God and substitute 
indoctrination for reasonable persuasion, training in correct 
beliefs for vital spiritual growth. Similarly, if secular reason 
becomes too proud of its own intellectual and technological 
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achievements it will inevitably stifle man’s innate capacity for 
awe and reverence, make man, rather than the universe, the 
measure of all things, accept sensuous pleasure and finite hap- 
piness as man’s highest good, and finally worship itself in 
idolatrous veneration. If education becomes the slave of such 
a self-sufficient and arrogant reason, sceptical of objective 
values and glorying in a Promethean hostility to Divinity, it 
will and must brand all religious faith as irrational supersti- 
tion, rule out a priori the very possibility of authentic revela- 
tion, and reject sight-unseen whatever religious light and 
power may in fact be available to man. 

Such dogmatic ecclesiasticism and such dogmatic sec- 
ularism are, alas, not mere possibilities. Both man’s religious 
quest for God and his intellectual quest for truth have, again 
and again, succumbed to blind and rigid dogmatism. I can 
think of nothing in human history more ironic than that man 
should be most prone to dogmatic arrogance in the very ven- 
tures which originate in his ignorance and need and which, 
above all others, should induce in him the most profound 
humility. That man’s quest for power and profit and pleasure, 
should, when successful, engender in him a ruthless arrogance 
is not so strange. But it is strange indeed that man’s search for 
truth and his search for God should so often fail to generate 
in him a growing, rather than a diminishing, sense of his own 
finitude and of the unfathomable mysteries of the universe. 
Nothing could be more selÉcontradictory than an arrogant 
man of God, complacent in his own righteousness, or that an 
arrogant scientist or philosopher, complacent in his own crea- 
tive power and rationality. Both are equally guilty of the fal- 
lacy, and the sin, of misplaced absoluteness, that is, of assign- 
ing to their own powers and beliefs that quality of absoluteness 
which is in fact the attribute of the Infinite and Deity alone. 

No greater threat to any culture can be imagined than 
the threat of intellectual arrogance and pious irreverence. The 
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greatest secular philosopher of our times, A. N. Whitehead, is 
eloquent on this theme. In his Adventure of Ideas, where he 
surveys the rise and fall of civilizations, he notes “the inexora- 
ble law that apart from some transcendent aim the civilized 
life either wallows in pleasure or relapses slowly into a barren 
repetition with waning intensities of feeling.” He points out 
that “the progressive societies are those which most decisively 
have trusted themselves to . . . the way of persuasion" rather 
than forcible compulsion. This faith in persuasion, in turn, has 
been most nourished by “the growth of reverence for that 
power in virtue of which nature harbors ideal ends, and pro- 
duces individual beings capable of conscious discrimination of 
such ends. This reverence is the foundation of the respect of 
man as man. It thereby secures that liberty of thought and 
action required for the upward adventure of life on this Earth” 
(pp. 108-9). 

This humanistic plea for a reverent response to objective 
holiness is reminiscent of Ezekiel’s analysis of the conditions 
of true humanism (II, 1-2). God appears to Ezekiel and says 
to him, in effect, “Ezekiel, I can’t talk to you while you are 
grovelling at my feet, like a slave. Stand up!" But Ezekiel finds 
that he can’t stand up and face God without God’s help; only 
when God has put him on his feet can he confront God with 
manly self-respect and hear God’s word. 


And God said unto me, Son of man, stand upon thy feet, and I will 
speak unto thee. And the spirit entered into me when he spoke-unto 
me, and set me upon my feet, that I heard him that spoke unto me. 


This is the basic paradox of what Jacques Maritain has 
called “true humanism” and, therefore, the paradox both of 
enlightened religion and enlightened education. Only as man 
has faith in his own powers and respects himself is he capable 
of enlightened reverence; yet only in the spirit of reverence 
can man truly respect himself and use his powers without 
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suicidal idolatry. Prometheus was right in resisting the god 
who was tormenting him because this god was neither right- 
eous nor loving. But the God of Ezekiel and Job, of St. Paul 
and St. Augustine, is a God of righteousness and truth whose 
service is not grovelling slavery but man's highest freedom, the 
very source and guarantee of human dignity and human value. 
How can the humble service of such a God possibly do vio- 
lence to man’s proper integrity? How, indeed, can education 
dedicated to human worth ignore man’s search for, and re- 
sponse to, such a God? 

Religion and education do, of course, differ greatly in 
primary orientation and emphasis. Religion is essentially man’s 
response to God, in worship and brotherly love. Education is 
essentially man’s self-initiated and self-directed quest for wis- 
dom and the good life. In religion, faith in God is crucial; in 
education, faith is ascertainable truth and its value for man 
is crucial. But religious faith, at its best, is not superstitious 
but enlightened; education at its best aims not at some truth 
but at all truth, above all, the truth that makes men free. Re- 
ligion and education need not be, and at their mature best 
they are not, mutually irrelevant or contradictory. Religious 
faith is not destroyed but purified and strengthened by en- 
lightenment; thoughtful research and sound learning are not 
stultified but sharpened and deepened by religious faith and 
reverence. Reason and faith, critical inquiry and awe, are thus 
equally essential for a religion worthy of God and an educa- 
tion worthy of man. 

Education and religion, however dissimilar in various im- 
portant respects, are thus complementary aspects of a common 
enterprise, each echoing, as it were in a minor key, the domi- 
nant major theme of the other. Consider, for example the im- 
portant secondary role of “natural piety” in all sound pedagogy 
and scholarship. / 

Only those teachers are worthy of their calling, or voca- 
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tion, who have a profound respect not only for truth, in all 
its inexhaustible breadth and depth, but for the equally un- 
fathomable personalities of their students and of all men 
everywhere. This respect is, in moments of heightened aware- 
ness, so tinged with awe as to be very close to authentic reli- 
gious reverence. Indeed, our most devoted teachers can scarcely 
resist the temptation to idolize their vocation and to worship 
truth and human personality, save from the vantage point of 
ultimate religious loyalty to the God of truth who created man 
in his own image. 


Piety, Humility and Awe 


The wholehearted dedication of the bold explorer in every 
area of major human concern is equally characterized by nat- 
ural piety. The more deeply he delves into his subject, the 
closer he is brought to some aspect or other of ultimate real- 
ity itself. For reason finds unfathomable depth wherever it 
probes with creative integrity. And reason realizes itself only 
in proportion as it plumbs these depths of truth and beauty, 
justice and love. As Paul Tillich has expressed it with superb 
clarity and insight: 


In the cognitive realm, the depth of reason is its quality of pointing to 
“truth-itself,” namely, to the infinte power of being and of the ulti- 
mately real, through the relative truths in every field of knowledge. In 
the aesthetic realm, the depth of reason is its quality of pointing to 
"beauty-itself" . . . through the creations in every field of aesthetic 
intuition. In the legal realm, the depth of reason is its quality of 
pointing to "justice-itself," namely, to an infinite seriousness and an 
ultimate dignity, through every structure of actualized justice. In the 
communal realm, the depth of reason is its quality of pointing to 
“Jove-itself,” namely, to an infinite richness and an ultimate unity, 
through every form of actualized love. This dimension of reason, the 
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dimension of depth, is an essential quality of all rational functions. 
It is their own depth, making them inexhaustible and giving them 
greatness. (Systematic Theology, I, pp. 78-79.) 


Both teaching and rational inquiry, at their creative and 
inspired best, thus lead us to the very threshold of ultimate 
mystery and induce in us a sense of profound humility and 
awe. What, then, could be more fitting than that both should 
concern themselves also, explicitly and competently, with the 
teaching and study of religion itself in its various major mani- 
festations, since religion is man’s most sharply focussed search 
for, and response to, that ultimate mystery which men call 
God? 


Cultures and the Ultimate 


Or consider, with equal impartiality, the rational and edu- 
cational components of religion. Here we can perhaps make 
use of a metaphor. Imagine, if you will, a mountain shaped 
like Fujiyama but much loftier than Everest—a mountain ap- 
proachable from every side but so immensely high that its 
summit, like God Himself, can never be clearly seen or vic- 
toriously scaled by mortal man. Around the base of this mighty 
peak are clustered the cultures of mankind—each culture more 
oy less aware of the mountain and lured to venture an ascent. 
Each culture will naturally start its climb at the nearest point, 
some from the north, some from the south, the rest, between 
them, boxing the compass. The more primitive cultures will 
barely reach the initial slope; many will remain entangled in 
the lush swamps and forests of superstition at its base. The 
more advanced cultures will press on, slowly and steadily, over 
the foothills and ever upward. The higher they get, the more 
extensive will be their view and the more enlightened their 
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orientation; the closer, moreover, will they in fact be drawing 
together, however unaware they may be of comparable ven- 
tures from other points of the compass. 

The metaphor of the mountain fails to note that through 
Revelation the mountain itself is active in disclosing its truth 
and the best way to its peak. 

What lessons can we draw from this metaphor? At least 
these: that all such religious ventures are ventures of faith, 
since no living man has ever reached the top, but that this 
faith becomes progressively less blind and more assured the 
higher one climbs; that some one approach may well be the 
surest way, and possibly the only way, to the very summit, but 
that no climber can possibly be absolutely sure that his way 
is in fact the best, or the only, road to victory; that this pre- 
carious venture, in which all is risked, calls for the utmost 
knowledge and skill, discipline and perseverance; that each as- 
sault can be successful only if the venture is cooperative, with 
widespread mutual concern and mutual trust, that shouts of 
help and encouragement to rival groups of climbers are more 
appropriate than charges of heresy and damning anathemas; 
and, finally, that even though the summit is never actually 
attained by mortal man, the rewards of widening vistas and 
more frequent glimpses of the glorious peak are sure and suffi- 
cient to justify every effort and every risk. 

So conceived, religion, as man's culturally conditiongd 
ascent to God, as his individual and corporate response to the 
challenge and the enticement of the blazing peak, demands 
of him all the knowledge and sagacity, all the personal stamina 
and corporate cohesion, all the imagination, humility, and 
faith of which he is capable. It requires all the skills and in- 
Sights that reason can devise and that education can promote. 
It is, itself, man's boldest venture in research and education; 
but it invites and needs all the tested disciplines and lore of 
the plain of secular endeavor. Without them the would-be 


500 


RELIGION AND THE PHILOSOPHIES OF EDUCATION 


climber can hardly hope to traverse the intervening jungles 
or surmount the lowest foothills; with them, he and his fel- 
lows can hope to climb indefinitely high into the clear air and 
the purifying sunlight, into the presence of Deity Himself. 


Religion and Education Together 


I have not paused, in this hasty survey of education and 
religion in their relation to each other, to mention the count- 
less difficulties which attend the liberation of each from its 
peculiar vices, and the many obstacles, institutional and per- 
sonal, which retard their frank and free cooperation. Religion 
and education can and must cooperate, I repeat, because they 
are so different, and so alike—so different that each can com- 
pensate for the other’s characteristic lack, so similar that each 
is implicitly prophetic of the other’s strength. If we can once 
grasp this unity in difference, this possibility of, and necessity 
for, concord, no practical obstacles need be insurmountable. 
Each impediment must yield, ultimately, to what T. S. Eliot 
has enumerated as the five minimal requirements of spiritual 
growth— 


prayer, observance, discipline, thought, and action. 


» This total venture, meanwhile, is by no means the esoteric 

concern of a sophisticated elite—it is the very heart of the cul- 
tural and spiritual struggle in which all of us are today com- 
pletely involved, whether we are aware of it or not. We are 
in the throes of a cultural crisis in which our two most precious 
freedoms are at stake—the freedom to learn, to think, and to 
speak wisely and boldly—the freedom to believe, to worship 
God and to serve our fellowmen with enlightened devotion. 
President Eisenhower is well qualified to speak to each of us 
on what so deeply concerns all of us. These are his words: 
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The struggle in which freedom today is engaged is quite literally a total 
and universal struggle. It engages every aspect of our lives. . . . It isa 
military struggle, . . . an economic struggle, . . . a political strug- 
gle, . . . a scientific struggle. . . . It is an intellectual struggle, for 

. every spoken and printed word can either inspire or weaken man's 
faith in freedom. . . . It is a spiritual struggle. We must seek in our 
churches, our schools, our homes and our daily lives the clearness of 
mind and the strength of heart to guard the chance to live in free- 
dom. . . . For this whole struggle, in the deepest sense, is waged 
neither for land nor for food nor for power—but for the soul of man 
himself. (Speech to the Annual Convention of the National Junior 
Chamber of Commerce, June 10, 1953.) 


We should take these words to heart, never forgetting, 
however, that “he that findeth his life shall lose it" (Matt. 
10, 39); that "the unexamined life is not worth human living" 
(Socrates); and that "the fear of the Lord is the beginning 
of wisdom" (Proverbs 1, 7). 
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(Church-State Separation and 
Religion in. the Schools 
of Our GDemocracy" 


GEORGE HUNTSTON WILLIAMS 


e George Huntston Williams (April 7, 1914—), a recog- 
nized Protestant church historian, was educated in Europe 
and the United States. He attended the University of Munich 
in 1934, received his A.B. degree at St. Lawrence University 
in 1936, and was a Cruft Traveling Fellow at the University 


* George Hunston Williams, “Church-State Separation and Religion in the 
Schools of Our Democracy,” Religious Education (New York: Religious Edu- 
cation Association, September-October, 1956) pp. 369-377- Used by per- 
mission of the author and publisher. Adapted from an address delivered at 
the Eleventh Annual Spring Conference of the Jewish Community Council 
of Metropolitan Boston. 


593 


EDUCATION IN SOME PROTESTANT AND JEWISH THOUGHT 


of Strasbourg for a year after receiving his B.D. degree from 
Meadville Theological Seminary in 1939. Upon his return to 
the United States, he was ordained into the ministry of the 
Unitarian and Congregational Churches, serving as assistant 
minister of the Church of Christian Union in Rockford, Ili- 
nois, 1940-1941. 

He then entered the teaching profession as a member of 
the staff of Starr King School for the Ministry, Pacific School 
of Religion, Berkeley, California. He received his Th.D. from 
Union Theological Seminary in 1946, and the following year 
he went to the Harvard Divinity School as head of the De- 
partment and lecturer on Christian History. Later he became 
associate professor and acting dean. During the academic year 
1960-61, he was a Fulbright visiting professor at the Univer- 
sity of Strasbourg. He is at present Wenn Professor of Ec- 
clesiastical History at Harvard University. 

Professor Williams is past president of the American 
Society of Church History and a member and officer in sev- 
eral other learned societies, including The American Academy 
of Arts and Sciences. He has written extensively on religion 
and education. His published works include The Church and 
the Democratic State and the Crisis in Religious Education, 
An Examination of the Thought of Frederic Henry Hedge, 
The Norman Anonymous of ca. 1100, Public Aid to Parochial 
Education, Christology and Church-State Relationships in 
the Fourth Century, Church History in the U.S. 1900-1950, 
Protestantism and Catholicism in the United States at Mid- 
century, The Theological Idea of the University, Anselm, 
Role of the Laity in the Ancient Church, and Seminary in 
the Wilderness. He was editor of and contributor to the 
Harvard Divinity School History. 
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All groups agree on the basic American principle of the 
separation of church and state. But many Jews, Catholics, Prot- 
estants, and secular idealists disagree as to the place where the 
line between the church and state should be drawn. 


I. Church-State Separation 


Let us look at) separation from the Catholic point of 
view. Even during the period of the Roman persecution of 
Christians, Christian theologians had a constructive view 
of the state. It is natural therefore that Roman Catholics, 
heirs of ancient and medieval political theory, should develop 
a well articulated conception of the democratic state. Tradi- 
tionally, most Catholic theologians and publicists have main- 
tained that the Christian magistrate has the responsibility 
for defending religious truth which, by faith, Catholics are in 
a position to define. Nevertheless, Roman Catholics have in- 
creasingly come to recognize not only in their American 
practice but in their theory as well, the importance of eccle- 
siastical freedom; and, in any event, the Catholic Church 
has never held that the state, even the Christian state, might 
legitimately control the Church Catholic. On American soil 
Catholic theorists have even gone so far as to recognize their 
indebtedness to the sects who fought so vigorously for the 
radical separation of church and state; for the Catholic 
Church has in the United States conspicuously prospered in 
our situation of friendly separation. Thus the responsible 
spokesmen for Roman Catholics in the United States would 
not go beyond the endorsement of what one of their lay 
publicists has called the “non-preferential establishment or 
what an opponent has called “the multiple establishment 
of all forms of organized religion. Since all forms of organized 
religion are tax-exempt insofar as their activities are religious, 
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Catholic theorists would simply extend this kind of govern- 
mental support to marginal, not to the central, functions of 
the Church. It would never, and quite rightly, tolerate inter- 
ference in the internal life of the Church or its parochial 
schools. 

Over against the Catholics stand the secular idealists who 
believe that democracy itself is a kind of lay or common- 
denominator religion (or at least a moral force in the commu- 
nity); and they are opposed to the devisiveness of what they 
are pleased to call sectarianism within the precincts of tax- 
supported institutions, notably in the schools. It is their con- 
viction that the common life lived by pupils drawn from all 
kinds of homes and religious traditions is the best bulwark 
of our democracy. Therefore the intrusion of references to 
religion, even without intent to convert, arouses their suspi- 
cion that the wall of separation might be eventually and dis- 
astrously breached. 

Thirdly, there are the main-line Protestants banded to- 
gether in the National Council of Churches. Originally, it 
was the concurrence of the late eighteenth-century American 
Protestants and the broad-minded Deists which brought about 
the epoch-making American doctrine of the separation of the 
federal government from religion, a pattern which already 
obtained in or was presently to be followed by the thirteen 
constituent states and the subsequently admitted states of 
the Union. Now it is important to stress the fact that the 
antecedents of most contemporary Protestant denominations 
were in the late eighteenth and early nineteenth centuries 
thoroughly committed to what the Founding Fathers of the 
Republic repletely called man’s private relationship with his 
Creator. But any sense of the corporate character of religion, 
of the Church as a believing community with its sacraments 
and orders, was obscured by the prevailing eighteenth-century 
individualistic stress upon personal experience and individual 
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commitment. Thus, quite apart from the practical necessity 
of appeasing the rival sects by establishing none, there was 
the theological disposition of sectarian Protestants and their 
Deist allies to regard all religion as so manifestly a private 
matter that like the conscience it was not subject to political 
oversight. But with the maturation of the originally small and 
often bellicose sects, now become huge denominations with 
their national headquarters and correspondingly comprehen- 
sive social and even political concerns, it is natural that some 
of these main-line Protestants are no longer satisfied with a 
separation of religion from life, of theology from political 
theory, of personal morality from public ethics, which could 
be construed as tantamount to social and political irrelevance. 
In their prophetic concern for the whole of the community, 
including the political structures of the democratic common- 
wealth, they do not want to subsist on that negative freedom 
of mere non-interference with worship (a freedom found even 
in most Communist countries) without also the correlative 
liberty to propagate the faith; and this means to participate 
in the educational process. Because, then, of the rise of the 
social gospel and because of the stewardship which Protes- 
tants generally feel for the democratic patterns of American 
life, most Protestants have, in coming together in the National 
Council of Churches and in the Ecumenical movement gen- 
qaally, left it to the Protestant extremists of the theological 
left, like the Unitarians, and of the theological right, like 
the Southern Baptists, to keep mending the wall of radical 
separation. Many of these dissidents find expression through 
the vigorous organization of Protestants and Other Americans 
United for the Separation of Church and State. It is not that 
the main-line Protestant (and Eastern Orthodox) bodies in 
the National Council have abandoned the principle. They 
dutifully defend their understanding of it. But like the Catho- 
lics and also the Jews, these more “churchly” Protestants have 
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come to recognize, in the New World as once in the Old, 
the importance of the role of religion in culture as well as in 
redemption, and the place of churchmanship as a way of life 
that extends through the whole of the community of faith 
with both its nominal and its more explicitly devout adher- 
ents. Concurrently, the Protestant capacity to evangelize by 
means of the revival and other typically Protestant techniques 
has atrophied. Only the innumerable, but small and compact 
Protestant sects are now capable of marshalling the kind of 
energy needed for street-corner and camp-meeting conversions 
on the pattern once common to almost all Protestants (except 
the Episcopalians and the Lutherans) in the period when 
separationism was most strenuously espoused. Hence the 
mounting concern of the main-line Protestant denominations 
with religious and moral education. Hence, the willingness 
of some Protestants today to shade and dapple the sharp line 
which constitutionally separates church from state in the 
realm of education. 

Thus it has turned out that a fourth group, the Jewish 
community, along with certain Protestant sectarians, like the 
Seventh Day Adventists, have become the most articulate, 
consistent, and powerful exponents of what was once wide- 
spread Protestant principle at the founding of the Federal 
Republic. The Jewish community has, in effect, taken over the 
historic positions of a former sectarian Protestantism; and the 
joint statement of policy and declaration of principles adopted 
by the Synagogue Council of America and the National Com- 
munity Relations Advisory Council supplies us with perhaps 
our most responsible and judicious exposition of the radical 
separation of organized religion and the state in respect to 
public education. It is pertinent to remark, however, that the 
Jewish community can occupy these old positions of “sec- 
tarian” Protestantism with greater zeal, and constitutional 
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logic than any of the main-line Protestant churches for at 
least two reasons. 

First, the Jewish community is conspicuously concerned 
for democratic institutions and is notable in its support of 
public education, as also of all the voluntarist societies and 
community organizations for the promotion of the common- 
weal. To safeguard the freedom of the public schools, there- 
fore, seems an authentically patriotic or democratic task for 
the Jewish community. Secondly, the Jewish community has 
had for a much longer history than any other group the ex- 
perience of democratic self-discipline. The sources of its com- 
munal democracy may ultimately be traced to the prophets. 
In any event, the institutionalization of this motif may be 
seen in the congregational synagogues of the Diaspora. Cen- 
turies of disciplined freedom have integrated Jewish com- 
munities in their symbiotic relationship with Christian and 
other cultures, and have given Judaism an inbred proclivity 
and aptitude for democratic procedures and responsibilities. 
But precisely because of this religious and cultural self-suffi 
ciency, American Jewry has not developed an expressly Jew- 
ish political theory for the whole of a religiously mixed com- 
munity. Jews have enthusiastically appropriated the theory 
of the constitutional democratic state of expressly limited 
powers. They have been conspicuous for their idealistic devo- 
tjon to American democracy but this is not the same as work- 
ing put a Jewish theory of the democratic state. 

Unlike the Protestant sectarians of the late eighteenth 
century, however, the Jewish community has had in its elabo- 
rate educational practice more than two millennia of experi- 
ence in the maintenance and communication, from generation 
to generation, of a complete life, religious, cultural, and social 
—if needs be, apart from the state and its agencies. Hence 
Judaism has much greater powers of spiritual propagation 
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independent of public schooling than Protestantism out of 
whose matrix American public schools were first formed and 
then gradually secularized in accommodation to a religiously 
divided culture. Sociologically, Judaism is not a sect but like 
a church, that is, a religious community with extensive rather 
than limited cultural and moral assignments and preoccupa- 
tions. 

What I am pointing out is that, because of their long 
experience in cultural pluralism, Jews have theologically, in- 
stitutionally, and emotionally a much easier and safer task 
than Christians in being absolutely consistent and unambigu- 
ous in their theoretical articulation and also in their practical 
implementation of the American principle of separation of 
organized religion from the state. I say this, forthrightly, both 
to indicate how indebted all Americans should be to Jewish 
leadership in the continuous clarification of the vexing prob- 
lem of separation, and also to enlist the sympathy of Jews for 
Roman Catholics and for Protestants. Catholics and Protes- 
tants repeatedly, though often inadvertently, confuse the 
realms of church and state because of their inherited tendency 
to think of political life as coming within the purview of 
theological ethics and religious concern and because of the 
long history behind them of European Protestant and Catho- 
lic state churches. 

Moreover, especially Protestant Christians feel insting- 
tively that their evangelical convictions are given social sub- 
stance and political implementation in our free democratic 
institutions, and that the democratic way of life, with its 
ultimately theistic and even biblical sanctions, must somehow 
be communicated to the oncoming generations in the public 
schools. 

Now as to the dependence of democracy upon religious 
sanctions, the Jewish community likewise agrees in principle. 
This has been eloquently stated in a recent declaration of the 
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Synagogue Council; for Jews and Christians alike acknowledge 
the biblical derivation of one major strand in democracy. We 
all know that American democracy is at once a political order 
and a way of life with certain moral and, for many, even 
religious overtones. American democracy is a congeries of 
variously delegated political authorities ranging from the sov- 
ereign but constitutionally limited federal republic to the 
semi-autonomous state governments, to county, municipal, 
and town governments, to the innumerable quasi-political and 
voluntarist organizations, political parties, service clubs, pro- 
fessional organizations, philanthropic societies, and all the 
rest. American democracy is still open and free. We are voca- 
tionally, geographically, socially, mobile. Our culture is plu- 
ralistic and our religious affiliations are numerous and mu- 
tually corrective. And as fair-minded democratic citizens we 
hope that religious favoritism and religious fears will become 
less and less a factor in political preference, and specifically 
in school-board elections and the appointment of public school 
teachers, 

At the same time, many Americans are coming to think 
that our vast, complex democratic society cannot be kept 
fluid and creatively potent without explicit religious sanctions. 
And many of them would say that without religion in our 
public schools, we shall suffer increased incidences of juvenile 
delinquency; and worse still, that our free democratic society 
will be shredded to bits; and that we should, in competition 
with a morally and educationally highly disciplined material- 
istic political rival, make the fatherhood of God and the 
brotherhood of man the American counterpart of the Soviet 
ideology; and that therefore elementary instruction in this 
democratic theism must be communicated to all our children 
in the public schools or in released-time programs and by 
similar quasi-public efforts. ; 

Now of the four groupings of citizens which we have 
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distinguished, all except the secular idealists would agree that 
a widespread acknowledgment of religious sanctions is inte- 
gral to the full maintenance of our democratic common- 
wealth. And all four groupings, secularists, Catholics, Protes- 
tants, and Jews, could rightly point to ways in which their 
traditions had been tributary to the American democratic 
ideal. 

Nevertheless, even the three groupings who are religiously 
concerned with the health of democracy and with the health 
of our public schools differ radically on the place of religious 
instruction within or alongside our public schools. But they all 
properly raise the question how, if the historic faiths have 
been a major factor in the rise and elaboration of democracy, 
can religion be safely neglected in a complete, well-rounded 
education? 

The term religion has, in the discussion of the separa- 
tion of church (organized religion) and state, two distinguish- 
able meanings which should be clarified for mutual under- 
standing. Religion designates both the objective historical 
and cultural phenomena which we may call religious facts, 
and it can at the same time designate the appropriation of 
this kind of material in one’s life of faith by those whom we 
call religious persons. Clearly the church must be separated 
from the state. But just as religious people would not on prin- 
ciple acquiesce in the separation of religion and ethics, so, 
though they agree on the separation of the church (organized 
religion) and the state, they would not wish to endorse such 
a separation of religion and education as would do violence 
to the integrity of either. Thus our problem is to ascertain the 
degree to which we can or ought to separate faith from politi- 
cal and social action, and, in the schools, the degree to which 
we can or ought to separate religion as a cultural phenomenon 
from religion as personal faith. 
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II. Religion and the Parochial Schools of Our 
Democracy 


Let us turn then to the question of the separation of 
religion and government with reference, first, to the parochial 
schools, then to the public schools. 

The American school system is not the same as the pub- 
lic school system. In our pluralistic and constitutionally lim- 
ited democratic state, we recognize the following points. 

Education is a rightful aspect of organized religion. The 
synagogues and the churches may properly assume the major 
task of education whenever it is committed to them by the 
parents, rather than to the state. Hence, we recognize the 
legitimacy of the Catholic parochial school system, the all- 
day schools of Judaism, and other private and religious forms 
of instruction under the benign but alert supervision of the 
properly constituted authorities of the commonwealth and 
nation. It should not need to be said that Catholic parochial 
schools are thoroughly American in that the American peo- 
ple have made the irreversible decision in their legislative 
chambers and their courts that denominational and private 
instruction shall enjoy full recognition alongside the state- 
supported system. Moreover, this is a right recognized as 
inherent in the church and in the family and not a permis- 
siom vouchsafed by a power of superior competence. The 
Roman Church has rightly insisted by appeal to the First 
Amendment and the allied asseverations and documents of 
American freedom that it may instruct its children not as a 
boon from the state but as a right of the church recognized 
by a self-limiting state. Thus the parochial school system is 
just as American as the public school system, but to be Ameri- 
can does not necessarily imply the privilege of tax support. 
Moreover, many would go on to say that despite our acknowl- 
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edgment of the positive values of cultural pluralism, the 
commonwealth is undoubtedly strengthened by the fact that 
the majority of our pupils pass through the common experi- 
ence of public education. 

There are at least three distinguishable levels under con- 
sideration when we discuss public aid to or tax support of 
schools under the auspices of organized religion. 

First, there is child-welfare legislation for pupils as chil- 
dren. The school is the natural congregating place of our 
young citizens. Dietary and medical aid may be dispensed by 
the state to its children as legitimately within the parochial 
as within the public school precincts. 

The second level is tax-exemption of parochial school 
properties. It is not now under debate, and I do not think 
that it should be. Custom and the legal doctrine of stare 
decisis are against upsetting an immemorial practice without 
which churches and synagogues could never maintain them- 
selves in the strategic centers of population. To introduce 
taxation of ecclesiastical properties would bring the whole 
problem into the arena of bitter political debate and precipi- 
tate exactly that kind of social turmoil and reprisals that the 
principle of separation of church and state originally sought 
to obviate. 'The constitutional principle of separationism is 
not appropriately invoked, it seems to me, so long as neither 
government nor organized religion acts in such a way as to 
disrupt the settled relations among religious groups, and so 
long as government for its part refrains from exploiting tax- 
exemption as a means of exercising a political pressure on re- 
ligion, and so long as organized religion itself remains content 
with tax relief for its specifically spiritual functions of religious 
nurture and worship. 

The third level is distinguished from the second in being 
a limited form of positive tax aid to the parochial system. It 
embraces such "auxiliary" services as housing, free textbooks, 
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and free transportation. Some of these are now legitimized by 
the Supreme Court, but I think there are good reasons why 
they should be reconsidered. Suffice it to say that whereas free 
lunches and medical care go to pupils as minor citizens, text- 
books and free transportation go to them as school-children. 
It might be argued by well-wishing non-Catholics, no less 
than by Catholics, that the public distribution of textbooks 
to religious schools would in effect mitigate the differences 
between the public and the parochial pupils and thus 
strengthen the common bonds. But there are two arguments 
against such an action. Catholic and indeed all non-public 
instruction under whatever religious auspices is justified pre- 
eminently on the ground that for the religious person a study 
of geography or history is as truly susceptible of religious and 
moral interpretation as a catechism and that even more im- 
portant than the pupil’s text is the religious context of in- 
struction, Therefore even on Catholic educational premises 
it could be argued that the state would be supporting re- 
ligious education, contrary to the principle of separationism, 
as much by supplying free textbooks in “secular” as in so-called 
religious subjects. The second argument that could be ad- 
vanced even from the Catholic side against the state's supply- 
ing textbooks and other allegedly neutral supplements is that 
their religious system of education in this country grew strong 
without public aid in the days when impoverished but devout 
immigrants were straining themselves to build up the splendid 
American parochial system. Now that this system has matured 
and won the praise of others, the Catholic Church should not 
allow it to become in any way beholden to the state, the more 
so because of the comparatively greater financial strength of 
the church at the present time. The popular threat in Lou- 
isiana to withdraw all public aids to parochial pupils if the 
archbishop’s policy of desegregation be implemented should 
bring home to the hierarchy the importance of complete 
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financial independence in the fulfilment of Catholic educa- 
tion. 


III. Religion In the Publie Schools of Our 
Democracy 


Let us turn now to the religio-political issues in respect 
to the public school. It is in the area of publicly supported 
education that the conflict over the separation of organized 
religion and government is currently most acute. 

One of the problems concerns alleged anomalies and 
difficulties in the administration of released-time programs. 
The released-time program, initially a pan-Protestant effort 
to recover its position relative to the other major religious 
groups without withdrawing from or endangering the public 
school system has, since the “chastening” of the McCollum 
decision and the Court’s subsequent clarification in the Zorach 
case, been spreading widely. The term “released time" is itself 
unfortunate and its gearing in with the public school system 
is for most of the Jewish community, Unitarians, and others, 
a subtle violation of the spirit, if not the law, of radical separa- 
tion of church and state. 

I say the designation is in itself most unfortunate. It 
implies that the state in the guise of the public school authori; 
ties has released from its grasp, under religious pressure or agi- 
tation, a certain amount of time that would normally go to 
general education. Spokesmen for released time or dismissed 
time could argue, however, that part of the normal band of 
hours commonly allotted for the instruction of our children 
should be shared by the synagogue and the church, which by 
definition are teaching as well as believing communities. More- 
over, education is preéminently the responsibility of citizens 
as parents. In the famous Oregon decision of 1925, the Su- 
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preme Court upheld the principle that the education of chil- 
dren belongs primarily to parents. In an age which knows 
increasingly the omni-competence of the state, we are for- 
tunate to have this Supreme Court safeguard of the family 
and the child in the realm of education. The monopolization 
of the nurture of the young by the state, even the democratic 
state, could be in the long run perilous to our open pluralistic 
democratic society, the more so for the temptations that now 
beset it in competing with Soviet education. 

But besides the unfortunate religio-political implication 
of the designation “released” time, there is, for some, the ques- 
tionable manner of its execution. The Jewish community and 
others have pointed out its possible divisiveness and psycho- 
logical coercion and inadvertent but persistent intrusions of 
religious bias. Others have recognized the difficulty of ade- 
quately safeguarding both the religious neutrality and the 
pedagogical significance of the hour or hours spent in the 
public school by pupils who do not choose to participate in 
the released-time program of week-day religious education 
outside the school precincts. In districts or in schools where 
religious sympathies dominate the school authorities, there 
is the temptation to contrive to make the “unreleased” hour 
so dull that the remaining children in desperation will sign up 
for the religious program outside the school. Or, conversely, 
in districts or schools where the released-time program has 
been set up against the judgment of the public school edu- 
cators, there is the temptation to make the unreleased hour so 
fascinating with movies or even substantial civics instruction 
that the religious children or their parents will feel the pull 
of the public school during the released hour. A resolution 
of this tension is not possible until an even wider range of con- 
cern and tolerance and appreciation is evidenced by parents 
and educators alike, and religious parents show as much con- 
cern for unreleased pupils as for their own. 
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Now besides the released-time program and its variants, 
whereby the religious communities have sought to share in 
the normal quota of hours publicly set aside for education, but 
carrying out their work off school precincts, there are at 
least four ways in which religion is being or has been brought 
into schools. These practices and proposals disturb many, 
namely: (1) the allegedly neutral, non-committal instruction 
in the basic facts about religion where these might be ap- 
propriately discussed in the grade-school or high-school cur- 
riculum, in connection with various fields; (2) the proposal 
to introduce a common core of religious knowledge and moral 
values as approved by all religious bodies in a given school 
district; (3) the official observance of holidays, Jewish or Chris- 
tian, either by closing the school, or by excusing individual 
pupils, or by mingling holiday motifs in the classroom instruc- 
tion; and (4) the reading of the Bible, the singing of hymns, 
and the saying of simple prayers. 

These last two issues do not pose a problem in constitu- 
tional theory. A public shool is not an assembly for worship. 
Therefore, the reading of the Bible (regardless of what ver- 
sion or how prudential the selections), the singing of hymns, 
and the saying of prayers, all constitute acts of worship or 
piety (as distinguished from instruction). Wherever the sensi- 
bilities of any pupil or the parent of any pupil are truly of 
fended, the practices may be rightly challenged as a violation 
of the principle of the separation of church and state even 
where custom or state laws, dating from a period of more 
homogeneous culture, have permitted or indeed required such: 
acts. 

It has taken mankind millennia to distinguish between 
citizenship and churchmanship, between God and country. 
America has been a pioneer in separating civil and ecclesiasti- 
cal functions and loyalties. The public school teachers may 
rightly point to God and to the institutions of religion, com- 
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monly held by our citizens, but as public school teachers and 
public servants, they go beyond their proper competence 
when they try to commit or convert to religion, however in- 
nocently, by Bible reading, prayers, by mingling the observa- 
tion of Chanukah and Christmas, or other forms of subtle in- 
doctrination in, or unwitting dilution of, religious faith. 

So much for religion in the public schools in the sense of 
worship or formal acts of faith and piety. Whatever may have 
been valid in the nineteenth century or whatever might be ac- 
ceptable in other democracies, in our heterogeneous society, 
we should not be beguiled into diluting the great faiths into a 
kind of democratic theism nor misled into converting demo- 
cratic idealism into a kind of ersatzreligion for the public 
schools. 

What about the historic religions as objective facts in the 
curriculum? 

It is at this point that we take up the last and perhaps 
currently most controversial aspect of the relationship of 
religion and public education. Can it be taught neutrally and 
yet significantly, without offense to any religious group and 
this by teachers who may, while others may not, have per- 
sonal religious views? a 

Now it can be pointed out that the humanities, includ- 
ing, for example, post-biblical history and the classical lan- 
guages, have relatively different importance in the curriculum 
for «eligiously concerned Protestants, Jews, and Catholics. For 
Christians, classical history and the classics themselves were 
once the theologically prescribed ingredients of a standard 
Christian instruction. The erosion suffered by Protestants 1n 
understanding their own backgrounds, cultural, not to say 
theological, is appalling. This deterioration of the humanities 
and classical studies in public education in general is in part a 
consequence of the willingness and eagerness of the main-line 
Protestant educators and other leaders so to enlarge the public 
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school system as to make it a common ground for pupils of 
increasingly diverse religious and cultural backgrounds. The 
most creative energies of Bible-reading, theologically disci- 
plined Protestants went, in the nineteenth century, into the 
shaping of the American public school system. In the mean- 
time, Catholics marshalled their extraordinary energies in 
building up their impressive parochial system within which 
they have been able to perpetuate the classical disciplines. 
Judaism, for its part, has been able in its all-day schools and 
its congregational week-day schools to communicate its own 
classics, so to speak, not only the Bible and the Hebrew tongue, 
but also the treasures of its post-biblical literary tradition. I 
point out the relative disadvantage of cultural Protestantism 
in order to enlist some sympathy for believing Protestants 
who historically have contributed so much to American edu- 
cation and now find themselves bereft of the substance of 
Protestantism in the ongoing generation. 

It is thus they more than any other group who would like 
to introduce matters of objective religious fact into the pub- 
lic school—this quite apart from their interest in released- 
time religious indoctrination. Some such instruction in the 
religious dimension of the various fields offered in our public 
schools seems to me a possible option not to be eliminated 
out of hand as a violation of the principle of separation of 
church and state. The difficulties are manifest. But on behalf 
of such instruction one could make the following three points 
emphatically: 

First, when treated objectively the contribution of Jews, 
the Greek Orthodox, Roman Catholics, and diverse Protes- 
tants, and also Moslems and Hindus could be shown to be 
great tributaries to the main stream of human history. Such 
à presentation should be neither relativistic nor partisan, 
neither should it be disproportionate, nor subject to the same 
type of pedogogical testing as other subject matter. Neither 
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should it be segregated as a common core exalted above and 
apart from more lowly subjects. And this leads to a second 
point. 
Secondly, religious groups who favor the inclusion of 
the factual treatment of certain aspects of religion in connec- 
tion with general education must be prepared to accept the 
hazards of objective treatment! Religion is not all sweetness 
and light. History cannot be taught without reference to war, 
nor civics without reference to graft and corruption. By the 
same token, religious matter cannot be presented without al- 
lusion to bigotry and persecution in the measure that the plain 
facts can be tranquilly absorbed by the pupils. Assimilability 
will differ from community to community. But the same stric- 
ture applies to instruction in politics and history the nearer 
the child is brought to his own time and community. Great 
aspects of the content of primary and secondary education 
have to be neglected, stunted, or distorted in the classroom, 
unless the teacher is free to discuss the religious sources or 
inspiration or implication in the subject under consideration. 
Thirdly, the teacher cannot readily engage in this kind of 
instruction except by the enlargement of his or her own 
sympathies. And this should be made possible by the exten- 
sion of the period of training and by the promise of consider- 
ably increased salaries in keeping with the dignity and the 
crucial role of the teaching order in our democracy. Public 
schgol teachers should not be exposed to improper academic 
pressures from either the local community or the government, 
state and federal. Professors in both state and privately en- 
dowed colleges would for their part rightly refuse to steer clear 
of the religious aspects of their subjects merely in order to 
avoid public censure. A practicing Catholic instructor at 
Brandeis or the believing Jew at Boston University or a Prot- 
estant professor at the University of Massachusetts can all 
teach acceptably the Reformation period in history. It will be 


521 


EDUCATION IN SOME PROTESTANT AND JEWISH THOUGHT 


well when public school teachers can feel again, as was once 
true, that they are the peers and the esteemed colleagues of 
college professors and that with them they share in both the 
privileges and the responsibilities of the academic order. For 
upon the secondary and primary school teachers, fully as much 
as upon the faculties of the great universities, is laid the now 
almost crushing task of holding open the conduits of free- 
flowing information against the inexorable pressure for con- 
formity and standardization, all in the interests of an alleged 
efficiency and security. 

But even if the public school teachers were able to do all 
this both in the realms of religious facts and elsewhere, they 
and we know full well the constitutional limitations and also 
what we might call the commonweal proprieties in respect 
to teaching the facts about religion. 

Religious faith as distinguished from religious knowledge, 
religious motivation as distinguished from religious informa- 
tion—this can be communicated only by the assemblies or 
communities of faith themselves who will ever be alert lest 
religion be converted into what James Madison called an en- 
gine of the state. 


IV. Epilogue 


American democracy, as we understand it today, is under- 
girded by a widespread belief that our liberty is derived from 
God. In contrast, Soviet Communism, as we see it today, is 
undergirded by an atheistic dogma that the good of the group 
is the good of the individual. Now whenever we wish to test 
the good faith of the Communists in respect to religion, we 
ask how far religious bodies are permitted to organize their 
life significantly apart from the Soviet State. We can see how 
hazardous it well might be for Communism to allow inde- 
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pendent centers of loyalty to subsist without strict and con- 
tinuous supervision. But we profess a different view of religion 
and ideology and declare that our democratic state is great and 
strong precisely because it does not claim to be the Whole and 
the Ultimate in man’s life nor to have competence in all or 
even the most important of our human concerns—for exam- 
ple, religion, art, and pure science. 

Thus for those of us, Jews and Christians alike, who be- 
lieve that the American form of democracy, our pluralistic 
and open society, really will not long endure without a belief 
in God—in the God disclosed to us in the Judeo-Christian 
tradition—for those, I say, the question of religious values in 
the public schools is of crucial significance. But let us so im- 
plement our convictions; indeed let us be so confident in 
them, that we will not imitate the practice of our chief 
ideological rival and gradually and subtlely impose a kind of 
democratic theism as the common-denominator faith of our 
democracy. Do we not so deeply believe that God is indeed the 
source of our liberties—He in whose image we are created— 
that we will uphold the liberty and the civil dignity of all our 
fellow citizens, including those, with their children, who do 
not believe in God? j ? 

No system of supplementing the public school instruction 
which makes any pupil feel the social isolation of being re- 
garded as irreligious or of an inferior religious group can be 
regarded by us as deeply religious. Any released-time program 
which leaves a few non-participants twiddling their thumbs in 
spelling, any dismissed-time program which concerns itself 
only with children who already belong to churches and syna- 
gogues, yes, any congregational week-day religious program 


that vigorously supplements the public school curriculum, but 


whose leadership is unconcerned about the remaining children 
who do not benefit from some kind of factual religious in- 
struction—all these, I say, are democratically irresponsible. We 
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must not allow the shibboleth of church-state separation to 
immunize us from our religious responsibility for the com- 
munication of religious value and insight to the children of 
fellow Americans who do not have the benefit of Catholic, 
Protestant, Jewish, and other religious forms of instruction. 
We dare not violate the principle of separation of church and 
state, but let us not use it as a lock to shut the doors of re- 
ligious insight for young American lives but rather as a key 
with which to open up wider vistas to our children, 
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Introduction to Part Seven 


Part Seven deals with existentialism and analytic philoso- 
phy, two movements that have come to America by way of 
Europe and that only recently have directly influenced the 
thinking of philosophers in education. The first book to show 
the implications of existentialism for education was published 
in this country in 1958, and the first book to apply the atti- 
tudes and ways of thinking of the philosophical analysis to 
education was published in England in 1942. In spite of this, 
both positions are now receiving a great deal of attention, but 
it is premature to judge the effects that each will have. 
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Existentialism is a name for a philosophical tendency 
rather than for a philosophy. It began to manifest itself in 
Western Europe after World War I, but it did not become 
influential in philosophical circles until after World War II. 
Existentialism is a shift in emphasis from an all-consuming 
concern for essence to an increased concern for existence. 
Essence is said to follow from existence, and what a man be- 
comes constitutes his essence. Existentialists deny that we 
human beings are held helplessly in the grasp of historical and 
natural forces. They insist on the importance of human free- 
dom, personality, and will. They call our attention to the ir- 
rational and unconscious elements in human nature and re- 
mind us of the adverse effects our technical advances may have 
upon our freedom. Existentialists tend to be staunch sup- 
porters of education, for they believe it to be the foundation of 
human progress. 

Soren Kierkegaard (1813-1855) is frequently called the 
originator of modern existentialism. He was a Danish philoso- 
pher who studied theology at the University of Copenhagen, 
graduating in 1840. He was a studious man whose life was 
marked by physical suffering and mental torture, for he was 
a hunchback. He carried out a feverish attack upon the the- 
ology and practices of the state of Denmark, maintaining that 
religion was for the individual and not entirely the province 
of the church. One writer has called Kierkegaard’s position a 
protest against any sort of action that would “exalt society at 
the price of submerging the individual.” Philosophically 
Kierkegaard objected to Hegel’s idea of the rational world 
(“The real is the rational and the rational is the real”). He 
thought it presumptuous and ridiculous, for the belief rested 
upon the assumption that a particular part of the yet incom- 
plete world, namely Hegel, could know what its completed 
form must be. Only God himself, if anyone—and certainly not 
Hegel—could know this. Thus, no human being could know 
his place in the universe from the beginning, but would have 
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to exercise his intelligence to prove himself as he lived his own 
particular life in a world of anguish, surrounded by loneliness 
and faced with the prospects of death. 

Other well-known  existentialists are Karl Jaspers 
(1883—), Martin Heidegger (1889—), and Jean Paul Sartre 
(1905—). Jaspers is recognized as the man who worked out 
the most satisfactory statement of existentialism in the 
twentieth century. Heidegger, a follower of the phenome- 
nology of Husserl, has described what he believes to be the 
fundamental experiences that lie behind everyday scientific 
knowledge, while Sartre, the atheistic existentialist, is perhaps 
best known for his literary efforts, in which he has shown that 
man is “condemned to be free,” that people make their own 
hell, and that life is a rather ineffective passion. He delights in 
pointing out that some people exist only in themselves, while 
others exist for themselves. 

The two American educators who have written most ex- 
tensively on existentialism and education are Van Cleve 
Morris, of Rutgers University, and George Kneller, of the 
University of California at Los Angeles. In Chapter 23 Morris 
states the substance of the existentialist position and suggests 
some implications for education. The selections from Kneller 
provide a number of additional insights into what existential- 
ism has to offer education. 

ə The Principia Mathematica, prepared by Bertrand Rus- 
sell in collaboration with Alfred North Whitehead, more 
than any other work gave impetus to the analytic movement 
among philosophers in English-speaking countries. The sup- 
porters of this movement have not been united; instead they 
have broken into two groups: the formalists, represented by 
Russell, and the linguists, represented by Ludwig Wittgen- 
stein. s 

The formalists set aside the metaphysical, introduced the 
scientific method into philosophy, advocated a carefully S 
fined technical vocabulary, and devised a modern logical tech- 
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3 CHAPTER 23 
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An Overview: Existentialism 
and Education 


VAN CLEVE MORRIS 


Van Cleve Morris (June 28, 1921—) was educated in 
tlt public schools of Kalamazoo, Michigan. He took his un- 
dergraduate work at Oberlin College, Oberlin, Ohio. Follow- 
ing World War II he attended Teachers College, Columbia 
University, where he received the M.A. degree in 1947 and the 
Ed.D. degree in 1949. 

In September of 1941 he was appointed assistant profes- 
sor of Education at the College of Education, University of 
Georgia, Athens, Georgia, where he served until 1955. During 
the academic year 1953-54 he received a faculty fellowship 
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from the Fund for the Advancement of Education of the Ford 
Foundation. This fellowship took him on leave of absence 
from the University of Georgia for the post-doctoral study of 
comparative educational philosophy at Harvard University, 
The Catholic University of America in Washington, D.C., 
and New York University. His study program during this 
petiod centered on those educational theories that stand op- 
posed to John Dewey’s experimentalism. 

In 1955 he was appointed to the staff of the Graduate 
School of Education, Rutgers University, where he is now a 
professor of Education and coordinator of Teacher Educa- 
tion at Douglass College, the women’s undergraduate division 
of Rutgers University. He is a Fellow of the Philosophy of 
Education Society and the Book Review editor for The Jour- 
nal of Teacher Education. 

He has published in both professional and scholarly jour- 
nals, such as The Educational Forum, The Catholic Educa- 
tional Review, Teachers College Record, School and Society, 
and the Journal of Higher Education. He is the author of 
Philosophy and the American School, an examination of the 
significance of philosophical concepts in education and an 
. analysis of the major educational philosophies currently at 
work in America. 

The selection that follows is Professor Morris’ tentative 
effort to determine the significance of the existential philoso- 
phy for educational theory.* 


American education continues in search of a guiding 
principle by which to order its affairs. Hardly a week passes 
A Cleve Morris, “Existentialism and Education,” Eduction 

ory, Vol. 4, No. 4, October, 1954, 247-258. Used by permission ol 
the author and Educational Theory. SER Pag oe, ie 
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but another Statement of educational aims and purposes is 
run from the nation's presses. 

Most of this debate swirls around the protagonistic head 
of Experimentalism which in a short half century has initiated 
truly remarkable changes in educational theory and practice. 
Platonic Idealists, Aristotelian Neo-Thomists, and even 
Rousseauian Naturalists almost daily in the public prints 
hurl themselves against the house of Experimentalism, hop- 
ing, if not to storm and rout, at least to infilter and infect 
it with the germs of what to them is a more reasonable and 
truthful view of things. There are few signs that the struggle is 
likely to abate. 

In fact, if portents are accurate, we are about to witness 
a new and vigorous assault, originating in this case not from 
one of the older, more conventional traditions but rather 
from a fresh and genuinely modern theory of man—Existen- 
tialism. The intellectual, to say nothing of the lay, world 
knows so precious little about this philosophical infant (or 
better, adolescent) that the full fury of the assault may be 
some years off. But the issue shall be joined sooner or later. 

This paper is an effort (1) to state the substance of the 
Existentialist point of view, (2) to note points of contrast and 
comparison with Experimentalism, and (3) to suggest from 
our study of Existentialism some implications for education. 
Unfortunately, for this final section we have little to go on; 
Existentialist writers have not as yet systematically turned 
their attention to the education of man. At this point there- 
fore we shall be on our own. 


Wnar Is EXISTENTIALISM? 


The casual reader has no doubt run across references to 
Existentialism with increasing frequency in recent years. It is 
Said, as it is probably said of every new philosophy, that 
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Existentialism is a philosophy of crisis, a theory of life and 
man particularly fitted for our anxious times. It is not clear 
what actually is meant by this; for if this means that Existen- 
tialism is the spiritual medicine which can quiet man's nerves 
and can steady and strengthen him for living in an era of peril, 
then it is certainly false. For, as we shall see, Existentialism 
is hardly a comforting analgesic. On the contrary, it leaves 
man more exposed than he has ever been to the pains and 
agonies of existence. It leaves him alone, completely alone, 
bereft of any shield whether it be of the grace of a supernatural 
God or the comforting company of men. Indeed, if Existen- 
tialism is a philosophy of crisis, then it certainly must be con- 
sidered as a part of the crisis rather than a foil against it.! 
The reader will also recall vague references to Existen- 
tialism which have suggested its apparent disinterest in morals. 
One hears that Existentialists are vulgar and obscene and 
that Existentialism means quite literally ‘each one his own 
judge of right and wrong.’ The implication is that there is no 
such thing as right and wrong, and therefore no need for per- 
sonal responsibility for moral choices. This feeling has been 
the unfortunate result of the total misinterpretation of the 
writings of the French Existentialists, most notably Jean-Paul 
Sartre. Sartre is an accomplished novelist and playwright, as 
well as philosopher, and his nonphilosophic works might be 
accused of vulgarity. And it is true that he considers each in- 
dividual his own judge not only of right and wrong but of the 


. ‘Ina sense Existentialism may become man’s bulwark. Absolutistic doc- 
trines, promising safety and security, have revealed a nasty habit of disintegrat- 
ing just when men needed them most. When these card houses collapse men 
find themselves with nothing left on which to build. Existentialism refuses to 
erect these marvelous but fragile edifices and therefore avoids deluding men 
into what can only be false security. Existentialist; therefore consider their 
Point of view an improvement if only because it is more trustworthy, because 
it is so radically realistic in describing the world men live in. A life without 
Pretense, even if difficult and hazardous, is to be preferred to a life full of 
confident hopes for security and salvation which turn out to be mere illusions. 
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criteria by which one judges right and wrong. But it is er- 
roncous to construe this to mean that right and wrong do not 
exist and an outright inversion of actual fact to intimate that 
Sartre believes personal responsibility for ethical choices has 
become unnecessary. On the contrary, as we shall see, the 
radical necessity for individual responsibility in making moral 
decisions is practically the central principle in the Existen- 
tialist network of ideas. 

Incidentally, the name of Sartre has gained such popu- 
larity in recent years on both sides of the Atlantic that peo- 
ple have begun to think of Sartre and Existentialism almost 
as synonymous. As a matter of actual fact, Sartre is only a 
late comer on the Existential stage, and is surprisingly enough, 
only partially representative of genuine Existentialism today. 

Although the philosophical problem of existence has been 
touched on in classical and medieval writings, it never came 
to the fore as a central philosophical theme until Soren 
Kierkegaard (1813-1855) began its development about a 
century ago. This turbulent and complex Danish figure re- 
mained obscure for more than half a century, until early in 
the nineteen hundreds when his works began to appear in 
German translation. English translations did not begin to ar- 
tive until 1935. Most of the systematic elaboration of existen- 
tial philosophies has therefore taken place quite recently and 
the major Existentialist figures are still living. 

Of these men, Karl Jaspers (1883—) and Martin 
Heidegger (1889- ) have been responsible for the German 
development and Gabriel Marcel (1889- ) and the afore- 
mentioned Sartre (1905- ) the French development of what 
has come to be known as the philosophy of Existence, or Exis- 
tentialism. Generally speaking, Jaspers and Marcel, both 
Catholics, represent the Christian ‘wing’ and Heidegger and 
Sartre the secular and (in the case of Sartre) atheistic ‘wing’ 
of the movement. 
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As the philosophic sightseer circles ‘round this com- 
plex chamber of wonders (or horrors)’, he is assailed by doubt 
as to which of the few small doors he should most profitably 
enter first. For, in a sense, Existentialism is not merely a set 
of new answers to old metaphysical questions but instead a 
bold attempt to provide new kinds of answers by considering 
the questions in an entirely new setting. 


Classical philosophy comes to an end in Hegel, because it has 
become folly to construct intellectual totalitarian systems in which 
everything is taken up, harmonized, rationalized, and justified. Such 
palaces are still marvelous, but nobody can live in them. The 
savour and reality of human existence, its perils and triumphs, its 
bitterness and sweetness, are outside in the street.2 


To begin with, classical philosophy and in fact all 
philosophy from Plato to Hegel has traditionally centered its 
attention on the question of essence; philosophers have re- 
peatedly felt that the main business of philosophy is to answer 
the question “What is reality?” Study of this central ques- 
tion is customarily carried on through study of other com- 
panion questions of essence: What is man?, What is God?, 
What is the Universe?, What is Knowledge, Truth, Beauty, 
Good, Evil? 

Existentialism turns its attention elsewhere, relegating 
questions of essence to subordinate status. The Existentialists 
claim that the question “What is man?” must wait upon an 
answer to the problem of explaining what it means to say 
that man is. How can we search for essence before we have 
even explained the existence of the thing we seck the essence 
of? 

Older philosophies have merely assumed existence or have 
engaged in flashy ratiocinations like the Cartesian ‘Cogito 
ergo sum’ to “prove” it. The Existentialist says this will not 
do, that a thorough study of existence must precede any in- 


*H. J. Blackham, Six Existentialist Thinkers. London: Routeledge and 
Kegan Paul, Ltd., 1952, p. 44. 
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telligent attaĉk on the problem of essence. This then becomes 
the primary new kind of question that Existentialism raises, 
i.e., What does it mean to say ‘Iam’? 

Among some of the Existentialists, the argument goes 
even further, to the point of stating that existence should 
take priority over essence in philosophic study because in fact 
it precedes essence in terms of cosmic development. Sartre is 
most apt to use this thesis and he puts it in this wise: When 
an artisan makes a shoe, the idea (essence) of the shoe is in 
his mind before he makes it. Man considers God a king-sized 
artisan who had an idea of man before He made man. 
Hence, the popular notion that essence always precedes ex- 
istence. But, says Sartre, there is no creator of man. Man 
discovered himself. His existence came first; he now is in 
the process of determining his essence. Man first is, then he 
defines himself. 

Else, say the Existentialists, we would have to assume a 
creator of man (God), and then to explain God, we must as- 
sume a creator of God, then a creator of God's creator, and so 
forth, ad infinitum. This of course is ridiculous and so likewise 
is the notion of an uncreated creator. We are left therefore 
with man who is mere existent, he is before he is any particular 
thing. ; 
In like fashion goes the rebuttal to Descartes and his “I 
think, therefore I am.” What a monstrous non sequitur this 
has þeen discovered to be! Why does it follow that I am 
merely because I am capable of thought? Moreover even to 
utter the first clause “I think” I must presuppose my existence 
and my ability to utter it. Unless I existed I certainly could not 
engage in thought. I therefore must exist before I think: 

. it is the existence of my body in the world that constitutes me a 
subject before it is given to me as an object to a subject. 


3J. P. Sartre, Existentialism, translated by B. Frechtman. New York: 
Philosophical Library, 1947, pp- 16-17- 
* H. J. Blackham, of. cit., p. 68. 
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Thus, it is more nearly correct to invert and modify 
Descartes: “I am, therefore I have one of the prerequisites for 
thought.” We shall see later that Existentialism, in effect, 
uses neither of these but more nearly "I choose, therefore I 
am." 

Thus we behold man, aboriginal man that is, as pure 
existent devoid of any essence whatsoever. He is not bound 
by any antecedent or a priori human nature but is completely 
free to determine his own nature. This freedom is total; man 
can choose what he shall be. It is this process of choosing and 
of becoming which describes, as accurately as one can, what 
the Existentialists believe is fundamental to human existence. 
If man has an essence, it is literally his freedom from essence 
and his consequent freedom to choose and become what he 
will. 

Now the concept of freedom has always been a subject of 
much discussion and dispute among philosophers, and all of 
the older theories wavered between a position of complete 
determinism on the one hand and some kind of union of 
freedom within ultimate determinism on the other. Existen- 
tialism refuses to walk this tightrope, and flatly and clearly 
states the case for complete, undiluted, and absolute freedom. 
It insists that any attempt at joining or harmonizing the two 
is merely philosophical squirming, intellectual equivocation in 
the face of an uncomfortable decision. It is just this necessity 
for choosing between determinism and freedom which occa- 
sioned one of Kierkegaard's major works, Either/Or. In sum- 
mary, his thesis is this: 


Either: the life of the individual person, a microcosm as the 
image of God, capable of free, responsible action, and therefore . . . 
a life of toil and much suffering and many dangers; or: the life of an 
impersonal, unfree member of a collective, without the possibility 
of independent knowledge and responsible action, a life in the 
service of unknown forces—, and as compensation for the loss of 
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freedom at best a false, illusory dream of material welfare in an earthly 
paradise which can never become a reality.5 


Yes, indeed, “a life of toil and much suffering and many 
dangers.” For to be free one must surrender the privilege of 
seeking comfort in a supernatural or superhuman authority. 
We cannot honestly insist on freedom in our successes and 
then in times of stress suddenly enter “a universe where we 
can just give up, fall on our father’s neck, and be absorbed into 
the absolute life as a drop of water melts into the river or 
the sea.” ° If he is merely a pawn acting out the determined 
thoughts of God, then man’s works are all second-hand. He 
has lost his creativity. He has lost his freedom. He is no longer 
man. On the contrary, the ‘essence’ of man is that he is free. 
He can create. He can choose. And, whether he likes it or 
not, “toil, suffering, and danger” are his. 

Indeed, history is one long episode of man’s toilsome 
struggle to escape from this freedom.’ In his anxiety and 
anguish,’ he has tried the religious escape but been turned 
back. Now he attempts the cultural escape, the submersion 
of his humanity in the ocean of mass thinking and mass be- 
havior. As Ortega y Gasset has put it, “modern man, afraid 
of the lonesomeness of his existence, has been trying to steal 
himself into the anonymity of the social collective.” ° 

But this route is also blocked. For, as the Existentialist 
shows, we cannot claim freedom from responsibility for our 
acts, by attributing them to the conditioning effects of the 


© Johannes Holenberg, Soren Kierkegaard (transl. by Maria Bachmann- 
Isler). Basel: Benno Schwabe and Co., 1949, P. 417 (quoted in K. F. Rein- 
hardt, The Existentialist Revolt. Milwaukee: Bruce Publishing Co., 1952, 
. 36). 
? viiam James, Pragmatism. New York: Longmans, Green and Co., c. 
1907, p. 292. 
* See Eric Fromm, Escape From Freedom. A ; ; 
* This and dread," "forlornness," and "despair" are favorite Existential 


words. 
°K, F. Reinhardt, of. cit., p. 114. 
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environment. It is of course true that men have been and 
are creatures of culture, and once buried in the social collec- 
tive they find it almost impossible to get out: 


To battle against princes and popes is easy compared with strug- 
gling against the masses, the tyranny of equality, against the grin of 
shallowness, nonsense, baseness, and bestiality.!? 


But the irrevocable fact is that men do not have to fol- 
low environment’s way. There is nothing in man that in- 
evitably and inexorably drives him to accept one behavior pat- 
tern over another. However much the sociologist and anthro- 
pologist turn him into a cultural product, man can still oppose 
his culture. He cannot lay his faulty values, his barbaric poli- 
tics, or even his personal psychoneurosis to his membership 
in a given human group—family, community, or national 
society—for he could have had it otherwise. Man can choose 
which way he will take; and this freedom to choose distin- 
guishes him from all other phenomena in the universe. To be 
a man is to be undetermined, to be free. 


No factor outside of a person's own will ever dooms him to fol- 
low a certain course. No external condition modifies his behavior in 
any way. Each person could have taken another course or have 
chosen another way to act.1 


We see man, then, as the determiner of his own nature, 
definer of his own values. He is not the promiscuous and iz 
responsible scoundrel suggested by the phrase ‘every one his 
own judge of right and wrong.’ On the contrary, existential 
man feels the terrible burden of responsibility thrust on him 
by the withdrawal of all other supports. Sartre puts it this way: 


*S. Kierkegaard, The Journals, ed., A. Dru, p. 1317. (Quoted in F. H. 
Heinemann, Existentialism and the Modern Predicament. London: Adam and 
Charles Black, 1953, p. 35.) 

„= J. M. Spier, Christianity and Existentialism, transl. by D. H. Freeman. 
Philadelphia: 'The Presbyterian and Reformed Publishing Co., 1953, p. 71- 
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My freedom is the unique foundation of values. And since I am 
the being by virtue of whom values exist, nothing—absolutely noth- 
ing—can justify me in adopting this or that value or scale of values. As 
the unique basis of the existence of values, I am totally unjustifiable. 
And my freedom is in anguish at finding that it is the baseless basis of 
values.!? 


Far from being carefree and irresponsible, existential 
man is continually in the presence of doubt and anguish as 
to what he should do, for he knows that when he chooses, he 
chooses for Man. His life and conduct become his definitions 
of Man. Each word, each deed, each choice, represents his re- 
sponsible understanding of what man is, and therefore each 
becomes a tiny building block in the existential edifice of 
value. Certainly no reasonable head could call this ethical 
theory an invitation to rascality. 

We have only to develop one additional concept to 
bring this overly brief sightseeing tour to an end, i.e., the con- 
cept of transcendence. ‘This is not to be confused with either 
the transcendental or transcendentalism, for Existentialists 
have no outer world, no supersensory, supernatural, trans- 
empirical region representing the “control booth” of the uni- 
verse, Transcendence is the Existentialist name for the unique 
mode of human existence. Since man is indeterminate, since 
he is capable of choice, he is always seeking to realize himself. 
He constantly engages in reaching up, struggling for a new and 
Kigher definition of himself. : 

*Now this process is, in effect, the process of becoming. 
In short, to exist is to be engaged in the process of becoming, 
and it is destined to go on as long as man is on the earth. 
There is no limit to what man can become. His rate of advance 
is of course always checked by the upper limits of his facility 
for making free choices, but that he shall advance and that 
there is no end point to his advance there is no question. 


? H. J. Blackham, op. cit., pp. 15571 56. 
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Man’s existence is then marked by his reaching up be- 
yond himself, in making himself over, in constantly reorder- 
ing human nature: 


.. . human reality cannot be defined because it is not some- 
thing given, it is in question. A man is possibility, he has the power 
to be. His existence is in his choice of the possibilities which are open 
to him, and since this choice is never final, once for all, his existence 
is indeterminate because not terminated.!5 


Sartre expresses it similarly: 


. . man is constantly outside of himself; in projecting himself, 
in losing himself outside of himself, he makes for man's existing; and, 
on the other hand, it is by pursuing transcendent goals that he is able 
to exist; man, being, this state of passing-beyond, and seizing upon 
things only as they bear upon this passing-beyond is at the heart, at 
the center of this passing-beyond.!4 


Man is thus, unlike any other phenomenon in the cosmos, 
always oriented toward his possibilities, toward the transcend- 
ent notions of what he might be. 

Ina sense, the idea of transcendence boils down to man's 
gift of what might be termed dynamic self-consciousness. Not 
only can man think, but he can think about (and criticize 
and correct) his thinking; not only can man contemplate but 
he can contemplate his facility for contemplation; not only 
can man have feeling but he can have fecling about fecling. 
This no other organism, so far as we know, shares with us, 
Thus man is not only conscious, but he is also, and uniquely 
self-conscious. He can possess a certain quiddity at a given 
moment and at the same moment be conscious of, and criti- 
cize and seek to change, this quiddity. He is, in a sense, al- 
ways standing outside himself (transcendent) and engaging 
in thoughtful plans about how to do himself over. 


= H, J. Blackham, op. cit., p. 88. 
^ J. P. Sartre, op. cit., p. 59. 
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‘ 
EXISTENTIALISM AND EDUCATION 


We come now to a consideration of the role of educa- 
tion in an existential world. What does all this mean for the 
education of man? 

At the outset, it seems probable that the existential school 
will be a place where man’s non-rational, i.e., his aesthetic, 
moral, and emotional self will be much more in evidence than 
his scientific, rational self. Experimentalists have envisioned a 
school where youngsters learn by using the scientific method 
to solve real, genuine problems, by using their reflective in- 
telligence to explore and test possible alternative solutions to 
the perplexities their environment poses. Existentialists, while 
no doubt providing room for this kind of teaching, will be 
more interested in developing the affective side of man, his 
capacity to love, to appreciate, to respond emotionally to the 
world about him. 

This seems probable because of the Existentialist Impera- 
tive—the necessity for personal “involvement” in human situ- 
ations and the consequent requirement for unguided, unjusti- 
fiable but nevertheless responsible choice on the part of the 
individual person. Existentialists are not so concerned about 
gathering factual evidence on a problem; science can do that. 
They are more concerned with what man does with the evi- 
dence. Science does not prescribe answers; it only gathers 
data. It is the individual who selects the answers, and he does 
so with no help from anyone. He is not compelled by nature 
to select any one answer; he can select any. His selection is 
therefore his alone, and he is responsible for it. He cannot 
justify it except in terms of himself. He may of course choose 
in a way in which the majority chooses. But the company of 
a majority does not make his choice right. He is condemned 
to live in constant anguish and doubt as to whether his choice 
was the right one. 
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Although there is no easy escape from this anguish, it is 
presumed that the development of the affective dimension of 
human personality would better prepare the individual for 
this kind of existence than would the development of his 
rational and scientific faculties which are after all supposed to 
be kept objective, neutral, and therefore free of personal pref- 
erence. 

For better or worse, therefore, the Existentialist educator 
would seem to be committed to the task of developing the 
choice-making power in the individual, and it seems probable 
that in working to this end, he will move away from the sci- 
ences, including the social sciences, and increasingly turn to 
the humanities and the arts. For it is here where man’s 
aesthetic, emotional, and moral proclivities are exercised.” 

By way of paradox, however, the opposite point of view 
might easily be developed. If the business of living is to be, 
at least in part, an effort to escape from this anguish, the 
deadening of the affective centers might emerge as a suitable 
educational objective. In this event, the more dull and insen- 
sitive a person became, the more satisfying and certain a life 
he would presumably lead. I take it however that Existential- 
ists do not consider the amelioration of anguish as either pos- 
sible or desirable. It is in the very nature of things that we are 
free; being free we are committed to live in anguish, and we 
must make the best of a very difficult situation. i 

As for pedagogy, it seems inevitable that the existential 
school will become more individual-centered. In a way, it will 
have to be, since its prime consideration is the individual liv- 
ing unattached in a friendless world. The “group method,” so 
long a friend of democratic Experimentalism, will have to be 
discarded. You cannot teach the individual the true signifi- 


* For a similar analysis emphasizing “the culture of the emotions” as 
the future core of the curriculum, see R. Ulich, Crisis and Hope in American 
Education. Boston: Beacon Press, 1951, Ch. III. 
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cance of his*unique individualism with group dynamics; the 
very function of group dynamics is to illustrate the superiority 
of group decision over individual decision. 

In fact, it would seem likely that all forms of cooperative 
endeavor would atrophy, at least all those in which decisions 
were sought (as distinguished from those in which factual in- 
formation is shared). And we would likely find boys and girls 
working individually with their teachers, assessing the material 
before them and learning the necessity for making existential 
choices. 

To an Experimentalist, this would of course be an in- 
tolerable kind of school, one in which the social and gregari- 
ous qualities of human experience would certainly atrophy 
and die. But the Existentialist does not value gregariousness. 
Gregariousness is only a transparent excuse for the loss of 
man’s unique existential individuality, only a pretty word for 
explaining man’s unhappy capitulation to the cosmic forces 
trying to make him a mass animal. If man is to regain that 
which makes him human, he must be willing once again to 
stand alone, willing to withstand the pressures of history and 
culture, and to chart the course of his own life, not only for 
himself but on behalf of Man. 

This is surely a large order, particularly in an age when we 
cower before the awesome might of man-made instruments of 
power. To think that men can be expected to stand up to 
these twentieth-century behemoths may be only philosophic 
whistling in the dark; but stand up they must, say the Existen- 
tialists, if men are to cease being animals and start being men. 

One can readily see from all this that Existentialists 
would hardly be expected to concern themselves, as have the 
Experimentalists and the Reconstructionists, with the prob- 
lem of cultural change and social reconstruction. The way to 
the good life, according to the Existentialists, is not through 
social reform; that only tends to substitute one kind of social 
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collectivity for another. In both, men are driven by tradition, 
custom, and public opinion. The way to the good life, or as 
the Existentialist would put it, the authentic life, is instead 
for each individual human being to begin realizing himself 
by asserting his individuality and making his own choices in- 
stead of being stampeded into the choices of the collectivity. 
In school, therefore, youngsters would not be encouraged to 
examine and criticize the cultural tradition they were inherit- 
ing with a view to its improvement and reform. They would 
instead be concerned with developing that integrity in them- 
selves necessary to the task of making personal choices of ac- 
tion, taking personal responsibility for these choices, whether 
the culture smiles or frowns. Sociologists are always arguing 
about how to improve society—by improving social institu- 
tions or by improving individuals. Existentialists clearly choose 
the latter. 

The problem, therefore, of democracy vs. authoritarian- 
ism seems rather irrelevant to the Existentialists. Democrats, 
they say, delude themselves with the myth that group decision 
is not authoritarian. But surely there can be tyranny in ma- 
jority rule. We all live under the oppressive leveling influence 
of mass opinion, custom, and habit. Is this not tyranny? If 
democracy means group decision, let us have none of it. 

If, however, democracy means individual choice, if the 
Fourth-of-July speeches concerning the freedom of the indi- 
vidual are to be taken literally and at face value, then we shall 
be on our way to an existential conception of socio-political 
life. For the individual is his own best (and only) judge of 
what he should do; any defection from his freedom, whether 
excused or justified by autocratic fiat, democratic law, or 
“the cake of custom,” thereby subtracts from his intrinsic 
humanness. The only adequate socio-political order is one 
which recognizes and values the absolute freedom of the 
human person. The school in such an order shall be the in- 
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strument through which the individual learns how to use this 
freedom. 

Here finally we come upon a most profound divergence 
of Existentialist and Experimentalist educational theory. We 
have said that the Existentialist school will not become in- 
volved in any particular choices but only in the choice-making 
process itself. If this be true, it would hardly claim to be a 
school at all in our modern sense. For schools, as they have 
been defined by contemporary students of culture, are places 
where specified values, skills, attitudes, and modes of response 
are presumably selected out of the multitude open to men as 
the particular cultural conditioners a given human group has 
chosen for itself, Civilizations invent and build schools be- 
cause they have become self-conscious of their own experience 
and wish to perpetuate it; they support educational systems 
because they have made choices and wish these choices to be- 
come the working equipment of oncoming generations. 

All this would become impossible in Existentialist theory. 
No choice is demonstrably better than any other because 
there are no external standards by which one may measure 
their validity. Each man, being radically free, is his own 
supreme court of value. He cannot look to culture or to his- 
tory for any guidance whatsoever. His schooling therefore 
would become, in our modern understanding of the term, 
quite meaningless; indeed, if education means the selection 
and acquisition of certain modes of response over others, it 
seems most preposterous to believe that Existentialists could 
have schools at all. If, in short, education, as Childs and other 
Experimentalists have so forcibly stated, is primarily a social 
undertaking perpetuating and interpreting a social system to 
succeeding generations; and if, on the other hand, Existential- 
ists view society only as a new mode of tyranny over the minds 
of men, then we might even conclude that Existentialism 
would have no traffic with education in any shape or form. 
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Indeed, the case might even be developed that Existentialism 
is the very denial of education as we understand it today. 


We have deliberately painted a much more radical pic- 
ture than is perhaps warranted. Since the Existentialists have 
not adressed themselves to the problem of education,’® it is 
precarious to make speculations—even “educated” ones— 
about what their ideas mean in educational terms. 

It seems appropriate nonetheless to approach this inter- 
esting problem if only to open it for discussion. There can 
be no doubt that Existentialism, to use the jargon of the 
times, is the “hottest thing" in philosophic "business." We 
are going to be hearing much more from it. 

1 There have been some very interesting and provocative educational 
interpretations of Existentialist thought, two of which are especially recom- 
mended and are mentioned in the footnote on p. 247. As yet, however, formal 
students of Existentialism still seem largely preoccupied with the elaboration 
of their systematic thought on the philosophical level and have not yet 
translated its meaning into social, ume economic, or educational terms. 
"This, I hope, may soon be remedied with the appearance of R. Ulich's book, 
The Human Career. A Philosophy of Self-Transcendence, now in preparation. 
This MS., partially responsible for the present effort, is a scholarly applica- 
tion of some Existentialist ideas (particularly transcendence) to education 


in America. More selective of Existentialist concepts, Ulich presents a much 
more optimistic outlook than that herein suggested. 


552 


CHAPTER 24 


Existentialism and Education 


GEORGE F. KNELLER 


George F. Kneller (August 30, 1908—) holds degrees from 
American and English universities. He received the B.A. from 
Clark, the M.A. from the University of London, and the Ph.D. 
from Yale. In addition, he took work at Grenoble, Heidel- 
berg, Berlin, Paris, Oxford, and Southern California. 

Professor Kneller has taught in the schools of Worcester, 
Massachusetts (1930-1935), Hamden, Connecticut (1935- 
1939), and in the Hotchkiss School, Lakeville, Connecticut 
(1940-1942). He has also served as a member of the faculty 
of the University of Kansas City (1943-1945), Yale Univer- 
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sity (1945-1950), University of London (19501-1953), and 
the University of California at Los Angeles (since 1953). 
His first appointment at U.C.L.A. was visiting associate pro- 
fessor (1953-1954). The next five years he held the rank of 
associate professor, becoming professor in 1960. 

Professor Kneller's publications include The Educational 
Philosophy of National Socialism, Education in Mexico, Air 
Age Effects on Thinking, and Federal Aid to Private Schools. 
His most recent works are Higher Learning in Britain and 
Existentialism and Education, the first formal treatise on the 
relation of existentialism and education.* 

Dr. Kneller also wrote the articles on “History of Higher 
Education" for the Encyclopedia Americana, 1960, “Educa- 
tional Administration" for the Encyclopedia Britannica, 1960, 
and "Comparative Education" for the Encyclopedia of Edu- 
cational Research, 1960. He has contributed several articles 
to professional journals in the field of educational philosophy. 


For the existentialist, the real world (reality) is the world 
of the existing. We may describe carefully and scientifically 
the characteristics of a particular object or living thing—that 
“certain something” which constitutes its essence—but in 
order to know if it is genuinely alive or real, if it actually is, 
we must personally meet it, have an experience with it, bé- 
come authentically involved with it. À 


The existentialist epistemology (if such it may be 
termed!) assumes that the individual is responsible for his 
own knowledge. Existentialist knowledge is “intuitive.” It is 

* George F. Kneller, Existentialism and Education. New York: Philo- 
sophical Library, 1958, pp. 3, 59, 61, 62-63, 64-66, 82, 83, 101-102, 111, 


116-117, 122-123, 124, 135-136, 139, 140, 153, 154-155. Used by per- 
mission of author and publisher. 
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“human.” It originates in, and is composed of, what exists in 
the individual’s consciousness and feelings as a result of his 
experiences and the projects he adopts in the course of his 
life. Likewise, the validity of knowledge is determined by its 
value to the individual. The teacher therefore should not 
limit himself to rational generalizations but should cultivate 
in himself the awareness that all human situations are dif- 
ferent; these situations should be analyzed in terms of their 
irrational as well as rational components. 


In contrast with the experimentalist approach to knowl- 
edge, which advocates the use of scientific methods for soly- 
ing problems, the existentialist prefers solutions originating 
in the aesthetic, moral, and emotional self. The experimen- 
talist utilizes reflective intelligence in exploring and testing 
possible solutions to problems posed by the environment; 
whereas the existentialist prefers to cultivate the affective side 
of man—his capacity to love, appreciate, become involved 
with, and respond emotionally to, the world around him. The 
existentialist is less concerned with gathering factual evidence 
because he knows the source of much of that evidence—rest- 
ing as it does in universals. He is more concerned with what 
individual man does with the evidence, even if he is con- 
demned to live in constant anguish and doubt as to whether 
his choice was the right one. 


In fact, a good case could be made out by existentialists 
to show that the social humanism of instrumentalism saves 
it from completely subordinating the individual to elements 
of greater importance, namely, experience, nonhuman matter, 
and society, which the individual is bom to serve and fit into 
as well as to improve. E , 
The insistence in the classroom upon utilizing exclusively 
rational and empirical methods can serve only to inhibit the 
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growth of independent thought and behavior because the 
student is necessarily influenced by the models which have — 
been prefabricated for him. All he needs do is to fall in line 
with what is judged to be desirable conduct. The one who 
best conforms is the one who wins the prize. 


One conclusion to be reached here is that the attainment 
of existentialist truth is similar to that of phenomenological 
reduction, in which one must forget all one knows about a. 
problem in order to achieve a unity with it, and here discover 
the depth of one's obligation or the involvement incurred. 
Even a "purely scientific" analysis can be made to reveal the 
presence of a personal obligation and involvement; the only 
satisfactory way of handling a problem is to become one with 
it. One has to be a farmer, for example, to understand the 
real problems of farming. 

The experimentalist would agree that to some extent 
human intelligence alone is capable of plotting the course of — 
human development. But the existentialist sees this as a 
normative proposition. It presupposes norms which are achiev- 
able through human interaction and which in turn can create 
further norms, based on scientific experimentation. The exis- 
tentialist’s way is that of appropriation within the depths of 
the individual’s subjective processes. There are no norms. 
Science is a tool; not a determinant, Experimentalism is a 
method; not a goal. Experience is an adverb; not a verb, or 
a noun. 

Existentialists teach that values do not exist apart from 
the freely chosen acts of man, Action must not be predicated 
on abstract conceptions of value, Ideas of the good, the true, 
and the beautiful prevalent today are chiefly abstractions 
from empirical evidence or intellectual speculation; they can- 
not be accepted as authentic criteria for human behavior. The 
highest morality is a recognition of freedom; the lowest moral- 
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ity, as Jaspers clearly states, is the subjection of individual 
consciousness to standards or principles which have been pre- 
ordained. 

When the existentialist chooses values, he cannot choose 
evil as such. He must choose good, because, by his very act 
of voluntary, personal choice, he is affirming a worthwhile 
value. The good for the existentialist is always a positive 
affirmation of the self. Evil lies in following the crowd. How- 
ever, the free choice of an act involves a personal responsibility 
for its commission. Thus the teacher must bring the student 
to realize the implications of his decisions. The student must 
not be shielded from the consequences of his choices. Nor 
must he blame his weaknesses or mistakes on the infirmity 
of his environment, on his family, on bad advice, or on human 
nature. Whether before himself or before God, he stands 
alone. The student must also recognize the inevitability of 
periods of intense frustration and loneliness; he must culti- 
vate self-reliance as a key character trait. Existentialism thus 
provides no easy value criteria of a social or objective nature 
—no code or set of morals by which we may guide our ac- 
tions, Man must look within himself for an understanding of 
the good, the true and the beautiful; and the cherished values 
of a teacher should never be foisted on students, lest these 
very values become a code or a pattern of conduct calling for 
uncritical acceptance. 


° All existentialists would likewise advocate a study of the 
world’s religions as an academic matter, of comparative re- 
ligion, to be specific, for the same reasons as those employed to 
defend other traditional subject matter in the curriculum. 
Existentialists would allow the religious attitude to develop 
freely within the student, if it were authentic. That is, the 
ideal school permits religious unfolding in accordance with 
whatever doctrine the student wishes to appropriate. Per- 
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haps the most vital fact of all is the need for gommitment; 
and this element of the doctrine alone assures the skeptic that 
the existentialist student does not wander aimlessly in a 
spiritual vacuum but comes to his own moral and religious 
convictions in the same way as he arrives at convictions on 
aesthetic, material, and other values. 


Existentialists consider this transfer of educational respon- 
sibility as most unfortunate. Only in the home is a child 
free from mere enumeration among the masses of other chil- 
dren. Jaspers says that the home is “a symbol of the world 
which is the child’s necessary historical environment”; it is 
more organic and deep-reaching in the education it imparts 
than the school can ever be. Of course, many homes are not 
ideal. But for that matter many schools are not ideal, either. 
Even so, classrooms and institutions always tend to levelize 
the child; he becomes simply one of many. In contrast, it is 
in the home that the child finds the proper soil for cultiva- 
tion of the authentic self. The genuine spirit of love and com- 
radeship which develops in the family carries over into rcla- 
tions with the outside world, whether in School, factory, or 
public life. 

The existentialist always asks: What genuine, self-deter- 
mined expressions of love and comradeship can develop out 
of large groups or large classes? Only a rare teacher is capable 
of conducting a class in which all students enjoy a free play 
of ideas and behavior. 


For the teacher in the classroom the implications are 
delicate indeed. On the one hand he must stress the values of 
life; on the other, the vital function of death. The problem 
becomes all the more complicated when we realize that for 
youth, death is really a paradox in time and place. As a natural 
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phenomenon, it dwells too far in the future to be of serious 
momentary consideration; as an ever-present lure to live 
life to its full, it is accepted by many as the price one may 
have to pay for extracting the last measures of life’s delight. 
Some youth, too, like to flirt with death—to conquer it, so to 
speak—and hence, laugh in derision at its seeming impotence. 
To say that the teacher must incorporate these very real 
but delicate matters into his teachings is to demand that he 
revise his entire understanding of the life-death relationship. 
“Sein zum Tode” becomes, then, “Erziehen zum Tode,” or 
“education-with-death-in-view.” Perhaps what is needed more 
and more in these days of selfish living is an understanding, 
which could be brought to the attention of students, of the 
need to suffer death, in fact, to welcome it, if great wrongs and 
injustices may thereby be exposed and further prevented. 


This means that the teacher is not an actor on a stage in 
front of an audience, performing so as to elicit applause and 
acclaim. He does not want imitators. Constructively, he seeks 
three goals: (1) the treatment of subject matter in such a 
way as to discover its truth in free association; (2) the achieve- 
ment of what Harper calls the “autonomous functioning of 
the mind,” in such a way as to produce in his charges a type 
of character that is “free, charitable, and selfmoving” 
(“When one sees one's own ideas quoted verbatim, one's 
heart should sink"); and (3) evidence that his students hold 
something to be true because they have convinced them- 
selves that it is true. This last ideal does not mean that truth 
is revealed, or instrumental, or discovered, but rather that it 
has been thought out afresh by every individual student, as 
if it had never before been conceived. The final test arises 
when the teacher has so educated his students that their 
minds have been effectively liberated and that as the person- 
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ality develops, ideas that once were common between teacher 
and student may actually grow apart and never again have 
affinity for each other. 


Since for the existentialist the truth is infinite, it follows 
that the curriculum cannot be prescribed. There is no denial 
of the integrity of subject matter; no denial that limits may 
be set on the extent to which at a certain point in human 
development certain material is appropriate; but far more 
essential, in fact indispensable, is the student's relation to the 
material studied, This relation differs from that advocated 
by the instrumentalist, for subject matter is not considered as 
exactly secondary to the individual; in fact, in the latter’s free 
relation to content studied, he may lose himself; he may deny 
—even subjugate—himself. But in doing so, he retains his 
freedom to observe, inquire, explore, seek personal release— 
in sum, “appropriate” the curriculum. 


Again, regarding the subject matter which historically 
has made up school curricula, the existentialist has misgiv- 
ings, because the social sciences especially lead the student 
to feel that he is nothing more than an object about which 
conclusions have already been reached. . . . 

The existentialist would give the humanities a central 
place in the curriculum—not, however, for purposes simply 
of analysis or appreciation but because of what Paul Tillich 
calls the human impact they exert in revealing man’s in- 
herent guilt, sin, suffering, tragedy, death, hate, and love. 


Problem-centered methodology the existentialist would 
consider to be impersonal and unproductive, largely because 
the problems are usually socially oriented; they are of im- 
mediate concern to the individual only in his social obliga- 
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tions. Our educational system is much too preoccupied with 
immediate solutions—with helping young people solve only 
the most material of life’s problems. Also, the solution of 
these problems seems to be intimately linked with universal 
reason and with a kind of generalized thought which estab- 
lishes the conditions necessary for valid solutions. It then 
assumes that one investigator should be able to reach the 
same conclusion as another and the implications of their as- 
sumptions have universal validity. Problem solving is accept- 
able only if the problem originates in the life of the one who 
has to appropriate the solution. It is unacceptable if prob- 
lems are derived from the needs of society or the “on-going 
situation.” 


The idea of play is thus united with ideas of art and 
science to become a valuable means of self-expression and a 
necessary adjunct for the appropriation to oneself of other 
forms of “being.” Note here, however, that most varsity 
sports, parading such ideals as “fighting for dear old Alma 
Mater,” have little place in the existential scheme of things 
because the hero of the day, who has scored the winning 
touchdown or knocked in the winning run, may well be a 
completely unauthentic person. His athletic values may have 
been prefabricated for him. His appropriation may have been 
artificial and non-creative. 

- nothing should be excluded from the mind of a person, 
no matter how young, provided he is capable of understand- 
ing it. 

The grave danger is not that students will be faced with 
problems of existence too early in life, for most teachers are 
now quite well aware of the need for psychological readiness; 
it is not that students cannot bear to understand themselves; 
but that the teacher will fail to look for the moment of re- 
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ceptivity and give his charges the opportunity to know them- 
selves, 


This, then, might be said to constitute existentialism’s first 
weakness—that in a freedom-loving society its preachments 
are less poignant. 

A second weakness lies in existentialism’s attitude to- 
ward scientific inquiry. It makes short shrift of tests of veri- 
fiability. The existentialist says that science treats man as an 
object; it handles the human being as it does other natural 
phenomena, and consequently tends to destroy man’s essential 
dignity. While it may be true that certain phases of material- 
ism and scientific research tend to treat human beings in a 
dispassionate, detached fashion, it hardly follows that the 
objective findings of the laboratory are without relevance for 
man's improvement and ultimate fulfillment. 


Existentialism's third weakness lies in its peculiar under- 
standing of sound values and community relations. Without 
arguing the case for social determinism, we must recognize 
that human values and projects are fairly exclusively the re- 
sult of an interaction of individual and community forces. 
Could absolute individual freedom in fact be tolerated by 
modern communities and cultures? Is it fair to grant the 
existentialist absolute freedom when the consequences of 
such freedom would by common consent become injurious to 
the body politic? 


A fourth weakness, closely related to the above, derives 
from existentialism's very inwardness and subjectivity. For 
Kierkegaard, in fact, the only truth, the only absolute, lies in 
subjectivity. But introspection and self-analysis cannot take 
place in a vacuum, else it becomes solipsistic, self-flagellating, 
abortive. 
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Analytic Philosophy and 
Theory of Education 


GEORGE L. NEWSOME, JR. 


George L. Newsome, Jr. (October 5, 1923—) earned 
both the B.S. and M.A. degrees at the University of Alabama 
in 1950. He earned his Ph.D. at Yale in 1956. From 1950 to 
1953 he taught history and social studies in public secondary 
schools in Alabama. He served as guest instructor at Trinity 
College, Hartford, Connecticut, in the summer of 1954, lec- 
turer at the University of Bridgeport, 1954-55, becoming as- 
sistant professor at the latter in 1955 and associated profes- 
sor in 1957. He also served as guest professor at New Haven 
State Teachers College, New Haven, Connecticut, in the 
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spring terms of 1955 and 1957. Since 1958 he has been asso- 
ciate professor of Philosophy of Education at the University 
of Georgia, where he teaches in both the Department of Phi- 
losophy and in the College of Education. 

Professor Newsome is the author of several articles on 
the philosophy of education; they have appeared in The 
Journal of Teacher Education, The Teacher Education Quar- 
terly, Educational Theory, and Proceedings of the Philosophy 
of Education Society.* He has also conducted research studies, 
the results of which have been published in The Journal of 
Psychology, Educational Administration and Supervision, 
and in publications of various commissions and foundations. 
He is the author of one book in general philosophy, Philo- 
sophical Perspectives. 


For better or worse, analysis, logical and linguistic, is 
being offered by some of its advocates as a theory of educa- 
tion, or possibly even as a theory of educational theories. 
What are some of the distinguishing features of analytic 
philosophy? What are the pitfalls in relating analysis to edu- 
cation? Is analytic philosophy a second order theory of educa- 
tion? How may analytic philosophy contribute to the de- 
velopment of theory in education? Can analytic philosophy 
adequately meet the demands of a practical discipline such as 
education? For the purposes of discussing and clarifying these 
Kinds of questions, an analytic approach will be taken in this 
paper. 

d * George L. Newsome, Jr., “Analytic Philosophy and Theory of Edu- 
cation,” Proceedings of the Sixteenth Annual Meeting of the Philosophy of 


Education Society, published by the society, June, 1960. Used b issi 
, pub , June, 1960. Used by permission 
of Ernest E. Bayles, editor of the Proceedings, and George L. Newsome, Jr. 
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` 
DISTINGUISHING FEATURES or ANALYTIC PHILOSOPHY 


Although analytic philosophy may be termed a “school of 
thought,” it is not a system of philosophy. Indeed, from the 
analytic point of view, systems of philosophy are repudiated." 
Within the school of analytic philosophy there are numerous 
differences of opinion concerning matters philosophical. It 
seems to make little difference, however, whether one looks to 
the group stressing informal logic and common language or 
to the group emphasizing symbolic logic and philosophy of 
science, philosophical analysts seem to agree on one major 
function of philosophy: clarification. By and through philo- 
sophical analysis (logical and linguistic) what men say (state- 
ments, sentences, or propositions) can be clarified and made 
meaningful or exposed as nonsense. 

The statements that men make are, of course, sometimes 
clear and meaningful, but because of the “open texture” of 
language, ambiguity, vagueness, and other linguistic diffi- 
culties, confusion arises. Furthermore, and probably even of 
greater concern, because of “improper” philosophical train- 
ing, common sense notions, or just plain ignorance, emotive 
and metaphysical statements worm their way into discourse. 
Lest such emotional expressions and “nonsense” pass for 
statements of fact or “profound insights,” language must be 
subjected to a thorough and dispassionate scrutiny loosely 
termed “analysis.” 

Just how one perfoms analysis, the particular methods 
and techniques by which language is analyzed, and the vari- 


1. Herbert Feigl, “Aims of Education For Our Age of Science: Re- 
flections of a Logical Empiricist" in Modern Philosophies and Education. 
Chicago: The University of Chicago Press, 1955, p. 304; Israel Scheffler (ed.), 
Philosophy and Education. Boston; Allyn and Bacon, Inc., 1958, p. 7; and 
Richard W. Dettering, “Philosophical Semantics and Education,” Educa- 
tional Theory, 7:143-149, July, 1958, p. 146. 
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ous tests or criteria of meaning are matters of major concern 
and debate among analytic philosophers. Although analytic 
philosophers disagree about many aspects of analysis, they do 
seem to be in general agreement concerning several ways in 
which analytic philosophy differs from the traditional phi- 
losophies of Western culture. 


1. Analytic philosophers strongly contend that truths about 
human experience and the universe cannot be discovered by 
philosophical means.? Matters of empirical fact and truths 
about the world are discovered or established by science—not 
by philosophers. 


2. Analytic philosophers seriously question (many com- 
pletely reject) the idea of logical unity of truth, goodness, 
and beauty.* Many, if not most, analytic philosophers main- 
tain that statements concerning matters of fact and state- 
ments of value are radically different kinds of statements 
which require entirely different means for verification. Some 
analytic philosophers seriously doubt that statements of value 
can have any meaning beyond that of personal preference." 


* Alfred Jules Ayer, Language, Truth and Logic. New York: Dover Pub- 
lications, Inc., n.d., pp. 71-72; Arthur Pap, Elements of Analytic Philosophy. 
New York: The Macmillan Company, 1949, p. 6 and p. 478; and D. J. 
O'Connor, Introduction to The Philosophy of Education. New York: Philo- 
sophical Library, 1957, pp. 5-6. 

* Ayer, op. cit, pp. 102-103; Dettering, loc. cit, p. 147; and Charles 
L. Stevenson, Ethics and Language. New Haven, Conn.: Yale University Press, 
1944, P. 173. 

_ “Pap, op. cit., pp. 23-26; Henry D. Aiken, “Moral Philosophy and Edu- 
cation,” Harvard Educational Review, 25: 39-59, Winter, 1955, p. 51; and 
John Hospers, An Introduction to Philosophical Analysis. Englewood Cliffs, 
N.J.: Prentice-Hall, Inc., 1953, pp. 476-482. 

^ Reference here is made to those who view ethical statements as purely 
emotive expressions, For example, see Hospers, op. cit., pp. 471—476 for dis- 
cussion of this view, or Ayer, op. cit., pp. 102-113 for a classic argument by 
one of the chief exponents of the emotive theory of ethics. 
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3. Analytic philosophers strongly maintain that language does 
not give us a true picture or copy of reality.* Verbal expressions 
have only such meanings as we give them, and hence do not 
derive their meanings from objects in the world. We relate 
words to the world, and the relationship is not a “one-to-one” 
relationship that makes language exactly correspond to reality. 


4. Analytic philosophers prefer to deal with the problems of 
man one by one and strongly resist the urge to construct 
broad, general, and speculative theories.’ 


5. Analytic philosophers, since they construct no general and 
speculative theories, do not consider analytic philosophy to 
be composed of metaphysical, ethical, or epistemological 
theories. To them the subject matter or analytic philosophy 
is thought of as theories for the clarification of language, and 
such concepts, methods, and presuppositions as might be 
found in most sciences.® 


6. Since analytic philosophy is concerned only with clarifica- 
tion of language, most often the language of science or some 
other discipline, one can philosophize about almost anything, 
because to philosophize is to analyze language.? 

Analysis, both logical and linguistic, has always in some 
form or other characterized philosophy. It was the stock in 
frade of Socrates, Plato, and Aristotle? From the time of 
Socrates to the present, analysis has frequently been em- 

"Max Black, “Language and Reality," Proceedings and Addresses of 
The American Philosop cdd Association, 1958-59, Yellow Springs, Ohio: 
The Antioch Press, 1959, pp. 16-17; Ayer, of. cit., p. 42; and O'Connor, op. 


cit., pp. 39-40 
* Sd effer, op. es pp. 6-7; and Dettering, loc.cit., pp. 146-147. 
* Pap, op. cit. 
* Ibid., p. 478, ind O'Connor, op. cit., p. 4. 
p Pap, op. cit., Prefact vii. 
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ployed as a means for ushering in synthesis and speculation, 
or philosophy in the “grand manner." Whatever analysis re- 
duced, separated, or exposed, a priori metaphysics promptly 
restored, unified and justified as an ultimate reality, a trans- 
cendental entity, a state of the mind, or as some kind of un- 
observable, unknowable reality beyond the corrupting influ- 
ence of linguistic analysis and the positive verification of 
Science. Furthermore, a priori philosophers have, in spite of 
Ockham's Razor or the Principle of Parsimony, often multi- 
plied entities beyond necessity. By assuming much, a priori 
philosophers sought to prove much, but their proof was no 
better than their assumptions, and frequently no more than 
the assumptions." It is against this synthetic and speculative 
philosophy that analytic philosophers rebel. 


PITFALLS IN RELATING ANALYSIS TO 
EDUCATIONAL THEORY 


Educators, when confronted with the problem of relating 
analytic philosophy to education, are likely to find analytic 
philosophy to be “strange” and different, and the usual ways 
of relating philosophy to education not very rewarding. Ana- 
lytic philosophy seems to be lacking in the “systematic nice- 
ties,” ideological, doctrinaire, and moralistic canons, and the 
more immediate practical applications to education to which 
educators seem to be accustomed. Analytic philosophy also 
confronts the educator with a new and strange terminology, 
with a “frightening calculus of language,” with “distinctions 
too subtle for the practical minded,” and with an alarming 


" Philosophy is not a system for proving by axiomatic methods truth 
about the universe in a metaphysical fashion. Logic, of course, does contain 
methods for proving, but such proofs are logical not metaphysical. For further 
discussion, see O'Connor, op. cit., PP- 29-35. 
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restriction upon treasured emotive and metaphysical state- 
ments. Moreover, in attempting to relate analytic philosophy 
to education, educators should be careful not to make one or 
more of the following mistakes: (1) Attempting to con- 
struct an analytic philosophy of education modeled after tra- 
ditional systems and ideologies, (2) Attempting to derive 
implications for education from analytic philosophy, and 
(3) Becoming so fascinated with language games, logic, or 
philosophy of science that the relation of analysis to educa- 
tion becomes superficial. 

The fact that philosophical analysis is analysis of language 
rather than analysis of feelings, mental states, or concrete 
situations, indicates that it is a second or third level order of 
analysis. Consideration of this fact suggests that instead of 
constructing an analytic philosophy of education or deriving 
educational implications from analytic philosophy, all one 
need do is employ analytic methods and techniques in analyz- 
ing statements about education. 


ANALYTIC PHILOSOPHY As SECOND ORDER THEORY 
OF EDUCATION 


Education as a practical activity is a process which should 
not be confused with education as a discipline and body of 
knowledge. Education as a disciple is related to the process 
Of teaching and learning, but it differs from the process in 
that it is composed of statements, rules, directives, principles, 
and the like about various aspects of practice. The discipline 
of education then is verbal and linguistic; it is knowledge 
that purports to be in a considerable measure propositional 
and cognitive in character. Frequently this discipline of educa- 


* Scheffler, op. cit., p. 2. 
“= Feigl, op. cit, pp. 304-305. 
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tion is termed “theory of education” although it might more 
appropriately be termed “pedagogical knowledge.” ** 

The body of pedagogical knowledge contains many state- 
ments which do have genuine philosophical connotations. 
They appear on their face to be propositions which assert 
something significant about education. For example, such 
statements as “real and life-like activities produce more learn- 
ing than assign-study-recite procedures,” and “education is 
the process of self-realization in which the self realizes and 
develops all of its potentialities,” appear to be genuine and 
significant propositions about education. How may these state- 
ments be verified? What kind of evidence would be needed 
for verification? What cognitive meanings do the proposi- 
tions have? What matters of fact do they assert? What do 
such terms as “real,” “life-like,” “self,” and “potentialities” 
mean? What does it mean to say a self realizes itself? When is 
a self, self realized? Questions of this sort suggest that neither 
of the two statements is clear or cognitively meaningful. 
Suppose a teacher were asked to implement either or both 
statements, how could one determine empirically the result 
or consequence? Are these statements metaphysical (neces- 
sary and synthetic), purely analytic (tautologies), emotive; 
or are they commands, questions, or resolves? 

It is precisely questions of this sort about statements, as 
ambiguous and meaningless as those just cited with which 
analytic philosophy deals. By and through analysis, both logi- 
cal and linguistic, educational philosophy as a second order 
of analysis can clarify and make meaningful or expose as non- 
sense many statements about pedagogy. When one carefully 
explores the meaning, the means of verifying, the semantics, 
the structure, and the context of such statements, he is play- 


^ Paul Komisar, “Pedagogical Knowledge and Teacher Education,” Pro- 
ceedings of the Fifteenth Annual Meeting of the Philosophy of Education 
Society, Lawrence: The University of Kansas Press, 1959, pp. 15-22. 
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ing the role of analytic philosopher. Furthermore, he is deal- 
ing with education at the second level of abstraction; namely, 
the level of clarifying statements of pedagogy. 


How May AwaLvric PHILOSOPHY CONTRIBUTE TO 
THE DEVELOPMENT OF THEORY IN EDUCATION? 


Those who deal with pedagogy and philosophy of educa- 
tion frequently feel considerable pressure to provide, if pos- 
sible, and justify, if necessary, a theory of education. Can 
criticism and analysis meet the more positive challenge of 
helping to construct an integrative theory of education? Does 
not the discipline of education, since it is a hodge podge of 
facts and theories derived from other disciplines, need a uni- 
fying theory? Is not the chief function of philosophy that of 
constructing generalized theories (philosophies), be they 
metaphysical or not, as a prerequisite to a critical and analyti- 
cal approach to theory? !* Or is it that philosophy only needs 
to be clear about the more general relations that exist between 
and among matters of fact; or what one philosopher has 
termed "synoptic clarity"? 

If a synoptic clarity be admitted, then can analytic phi- 
losophy clarify statements concerning the more general rela- 
tions of matters of fact, and can it clarify the more general 
features of a theory of education? In certain respects analytic 
philpsophy, if it be conceived relative to the task, can meet 
this demand. Analytic philosophy need not be viewed merely 

2 Example of such concern for a “defensible theory" of education are 
"Symposium: The Aims and Content of Philosophy of Education," Harvard 
Educational Review, Vol. 26, Spring, 1956, and "A Symposium: What Can 
Philosophy Contribute to Educational "Theory," Harvard Educational Re- 
view, Vol. 28, Fall, 1958. n 

. “For example, see Harry S. Broudy, Building A Philosophy of Educa- 
tion. Englewood Cliffs, N.J.: Prentice-Hall, Inc., 1954, and J. Donald Butler, 


Four Philosophies and Their Practice In Education and Religion. New York: 
Harper and Brothers, 1957. 
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as sentence editing, or as lexicography, or as literary censor- 
ship.” Analytic philosophy can help to develop a defensible 
theory of education in the sense that it can help analyze and 
clarify language, provide models of theory, state criteria for 
meaning and verification, and in general, help unsnarl the 
logical and linguistic tangles in pedagogical knowledge.'^ The 
degree to which analytic philosophy can actually bring about 
a unity of knowledge in education similar to that undertaken 
by some logical empiricists in the unified sciences movement 
remains to be seen. 

Some of the characteristics of pedagogical knowledge 
present genuine difficulties for analytic philosophers. Many 
of the so-called “principles and theories” of teaching, learn- 
ing, and curriculum are merely descriptions of practices, sum- 
maries of case studies, matters of opinion, or application of 
certain concepts such as democracy, socialization, or creative 
expression to educational practice. Pedagogical knowledge 
contains very few, if any, general laws under which individual 
facts can be adequately subsumed and explained. The so- 
called theories and principles of pedagogy are not only de- 
Scriptive, but they frequently are directive as well. Descrip- 
tions and directives (prescriptions) ?? point to consequences 
rather than to logical conclusions." Yet, somewhere between 
description and prescription, dealers in pedagogical knowledge 
apparently make some kind of logical inference. Such infer- 
ences are not deductions because no conclusions follow neces- 
sarily from established premises. Similarly, the inference is 

* Ayer, op. cit., p. 59 ff. 
"Probably with the exception of a few articles and O’Connor's little 
book, not much seems to have been done along this line. 

Technically speaking, directive and prescriptive language is not the 
same and do not have the same meanings. Directions are, however, frequently 
put in persuasive form. For example, see Bernard Rabin, “Teachers Use of 
Directive Language,” Educational Leadership, 17:31—34, October, 1959, for 


various forms in which directive language appears. 
? P. H. Nowell-Smith, Ethics, Penguin Books, Ltd., 1954, P- 149. 
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neither a valid inductive causal inference, nor a statistic in- 
ference in terms of probabilities. The only alternative left is 
that it is a probable inference, in some cases an inference based 
on reasoning by analogy?! 

Probable inferences and reasoning by analogy, though 
weak, are not always false or unproductive. The major prob- 
lem is to be found in evaluating such arguments and expla- 
nations. Though such arguments and explanations can be 
logically evaluated in part, ultimately one must appeal to 
some more fundamental explanation such as one finds in 
the sciences? But, probable inference cannot always be so 
tested and verified. The prescriptions which come from the 
inference might be rather significant, in the opinion of 
many competent judges. The problem-project method of 
teaching and the core curriculum, for example, are frequently 
thought to be more productive than more traditional methods 
of teaching and curricula designs, yet empirical testings have 
not shown them to be decidedly superior. Educators, how- 
ever, must make decisions; they must choose methods and 
curricula designs in terms of the best evidence and logical 
arguments available. They cannot postpone action until some 
remote future when scientific inquiry will have confirmed 
some one particular method or curricula plan. If choice must 
be made in absence of decisive evidence, then the educator 
would at least like to know as clearly as possible the probable 
Consequence of his choice. Analytic philosophy can help the 
educator clarify statements of probable inference and help 
him clearly and logically state the probable consequences of 
choosing one course of action over another. 

Since pedagogical knowledge is often prescriptive, prac- 
tical, and not logically precise, one of an analytic persuasion 


= See, Irving M. Copi, Introduction to Logic. New York: The Macmillan 
Company, 1953, Chapter 11, pp. 311-326. 
= Ibid., p. 322. 
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might be tempted to dismiss too quickly pedagogical state- 
ments as emotive, cognitively meaningless, unanswerable, or 
the like. This however, might be a serious mistake based upon 
an untenable separation of thought from action, language 
from language function, ends from means, and logical and 
linguistic clarity from empirical consequences. Many of the 
significant statements in pedagogical knowledge do not seem 
to fit into the neat classifications of logic and language.” 
Facts do appear to color values and values do apparently in- 
fluence choice among facts. Actions have consequences and 
consequences of actions seem ultimately to relate back to the 
logic and language of inquiry and deliberation which led to 
choice. 

Pedagogical prescriptions are not all as illogical or emo- 
tive as one might suspect. Some prescriptions are much like 
those of the physician who, for example, might prescribe 
certain medicines and a diet as a remedy for some particular 
physical condition. Surely the prescription and its predicted 
consequences are not emotive or unscientific. Similarly, when 
the educator prescribes: "to promote interest and facilitate 
learning, employ life-like activities that meet the felt needs 
of the learner and come within the learner’s range of experi- 
ence"—he is providing a prescription and predicting conse- 
quences of its employment. Such a prescription with its stated 
consequences is not beyond empirical confirmation. If the 
Kinds of evidence needed for confirmation can be specified, 
then the statement has meaning and can be clarified. 

Many pedagogical statements are not as logically and 
linguistically “pure” as the foregoing illustration. Some are 
rather moralistic in character and their consequences, if any, 
“intangible.” For example, if one should prescribe that “stu- 
dents ought always be treated as ends and never as means 


? For example, see Gilbert Ryle, Dilemmas, Cambridge University Press, 
1954, Chapter 8—"Formal and Informal Logic," pp. 111—129. 
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only,” then a moralistic imperative has been introduced, the 
consequences of which seem to defy empirical confirmation. 
What is an end? How does one treat a student as an end? 
What meaning, if any, does the statement have? Similarly, 
many statements about educational aims and values and a 
wide variety of value judgments, when subjected to analysis 
reduce to statements of preference or emotive expressions 
of the form “I like such and such and so should you” or 
“hurrah for X." %4 

Mere preference, as a simple expression of desire or a 
"I like it," and intellectual preference based upon experience 
and anticipated consequences of action are quite different.” 
To be sure, some educational moralisms and value preferences 
are statements of simple preference which have little or no 
cognitive meaning. An intellectual preference, however, may 
be discussed in terms of experience, evidence, and probable 
consequences. Not only may it be intelligently discussed, but 
Statements about it can be clarified. 

Analytic philosophers who dismiss intellectual preference 
(moralistic or valuational) seem to hold to a rather narrow 
and truncated view of analysis. Such a narrow view might re- 
sult from a confusion of substantive cthics with analytic 
ethics?" Substantive ethics deals with first-level problems 
of deliberation and choice. In pedagogical knowledge state- 
ments of substantive ethics serve as practical modes of com- 
munication, the main function of which is direction and con- 


^ Many statements in educational discourse are purely statements of 
ersonal likes and dislikes. Arthur P. Coladarci and Jacob W. Getzels, The 
se of Theory in Educational Administration. Stanford University Press, 
1955, pp. 10-14, claim educators are afraid to theorize, have an inadequate 
Professional language, and frequently tend to become emotionally identified 
with their own views. 

= The distinction which is being made here is John Dewey's distinction 
between desire and desirability. See, John Dewey, Democracy and Education. 
New York: The Macmillan Company, 1916, p. 279. 

™ Aiken, loc. cit., P- 42. 
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trol of conduct, not prediction of empirical façt.” Analytic 
ethics, on the other hand is a second-level analysis of the lan- 
guage of ethics and hence is concerned largely with problems 
of logic and meaning. 


Can ANALYTIC Purosoeuy MEET THE DEMANDS 
OF A PRACTICAL DISCIPLINE? 


So far, in the short history of modern analytic philosophy 
its major successes have been in the fields of science and 
mathematics.? It is rather paradoxical, however, that modern 
natural sciences achieved their preeminence without analytic 
philosophy, indeed, often in opposition to philosophy. A 
philosophical analysis of science is somewhat like a chemical 
analysis of a known solution, neat, easy, and according to 
the rules. Philosophical analysis of the newer applied and 
practical disciplines, on the other hand, is more like the chem- 
ical analysis of an unknown solution; very necessary, perhaps, 
but very difficult and uncertain. In natural sciences and mathe- 
matics a rather "firm" language has been developed along 
with precise methods, techniques, proofs, and verifications. 
Evidence counts for much more than opinion (even informed 
opinion), moralisms have been rooted out, and psychological 
factors reduced to a minimum. Furthermore, the particular 
things which are studied are frequently material things or 
abstractions. In either or both cases, statements about such 
things are much more easily adapted to analytic dichotomies 
Such as synthetic or analytic than are statements about the 
things studies by the behavioral sciences and practical disci- 
plines.?? 

? Ibid., p. 51. 
* Pap, of. cit., Prefact viii. 
? See, Nowell-Smith, op. cit., Chapter 7, pp. 95-104, for explanation of 


the functions of Practical Discourse and how the Analytic-synthetic dichotomy 
breaks down. x 
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Some of the particular distinctions, techniques and meth- 
odology of analysis, particularly of the logical empiricist kind, 
though apparently well suited to analysis of scientific lan- 
guage might not be equally appropriate for analysis of the 
language of pedagogy or social sciences. One might suspect 
then that the informal logic and common language approach 
might have more to offer.*° On the other hand, the languages 
of education are not common languages, and the logic of edu- 
cational discourse and argument is a practical logic rather 
than an informal logic. It may be suggested then that an 
analytic philosophy of the social sciences and practical disci- 
plines is needed. There seems to be no reason why the logical 
and linguistic methods of analysis cannot be modified so as 
to be more applicable to the kind of logical and linguistic 
problems found in the social sciences and practical disci- 
plines. To this end, educational philosophers of an analytic 
persuasion might well devote considerable attention. 


? Reference here is to the John Widsom-Gilbert Ryle school of analysis. 
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The Philosophy of Education 
m a New Key 


CHARLES DUNN HARDIE 


Charles Dunn Hardie (March 30, 1911—) was born in 
Glasgow, Scotland, and educated at Oucen's Park School, 
Glasgow, and at Magdalene College, Cambridge University, 
where he graduated with distinction. 

He became Henry Fellow at Harvard University for the 
academic year 1935-36 and Bye Fellow at Magdalene Col- 
lege, Cambridge, 1936-37. In 1937 he was Mathematical 
Master in the Methodist College in Belfast, and in 1939 he 
was appointed lecturer in Education, Moray House, Edin- 
burgh. Since 1946 he has been professor of Education at the 
University of Tasmania, Hobart, Australia. 
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His publications include Truth and Fallacy in Educa- 
tional Theory (1942), the first work of its kind to apply 
analytic philosophy to education. In 1947 he published Back- 
ground to Modern Thought. He has edited Science in Aus- 
tralian Primary Schools and has contributed articles to such 
well-known periodicals as Mind, Philosophy of Science, The 
Educand, and Philosophy. His recent writings in Educational 
Theory have received considerable attention. His most recent 
article to appear in that journal, “Philosophy of Education 
in a New Key,” * is reproduced in full in these readings. 


———  — 


Many of those who work in the field of education like to 
feel that they are helping to change the world. Indeed one 
of the reasons often given by students who are going to teach 
for their choice of profession is that they want to influence 
other people’s lives, and in that way produce better individuals 
and hence a better world. This power of education is cer- 
tainly very real and is not likely to be forgotten or ignored. 
But the converse relationship is sometimes ignored. By this 
I mean that some people who are interested in education do 
not realize the extent to which changes in the world and in 
our knowledge of it produce changes in education. 

In the days of ancient Greece ideas about education were 
determined largely by (a) the position of mathematics in 
the’ scheme of knowledge, and (b) the facts associated with 
a slave-owning society. In the Middle Ages ideas about edu- 
cation were very different, because for mathematics and a 
slave-owning society were substituted theology and a feudal 
society. These have now been replaced by science and democ- 
racy. Several of the problems which puzzle people today are 


. *C. D. Hardie, “The Philosophy of Education in a New Key," Educa- 
tional Theory, Vol. 10, October, 1960, pp. 255-261. 
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due to the fact that they are confused in their minds, and have 
not explicitly recognized the change that must result in edu- 
cation from the changes which have taken place in the way in 
which we think about the world. 

In this paper I want to consider one aspect of this change, 
namely, the effect which it should have on the philosophy 
of education. Most people are probably willing to admit that 
the increased and increasing importance of science should be 
reflected in a changed curriculum, but not so many realize 
the change that should take place in education from the fact 
that a clearer understanding of science has resulted in a clearer 
understanding of the nature of knowledge itself. Scientific 
knowledge has come to dominate our way of life, not just 
because of its practical and theoretical successes but because 
it is in fact coextensive with the entire field of knowledge. 

The relevance of this to the philosophy of education has 
not yet been properly appreciated. Much teaching and writ- 
ing in the philosophy of education still assumes a view of 
philosophy that can no longer be justified. As this view is 
perhaps most ably expressed in a passage in Russell's History 
of Western Philosophy I make no apology for quoting it in 
full. 


Philosophy, as I shall understand the word, is something interme- 
diate between theology and science. Like theology, it consists of specula- 
tions on matters as to which definite knowledge has, so far, been unas- 
certainable; but, like science, it appeals to human reason rather than to 
authority, whether that of tradition or that of revelation. All definite 
* knowledge—so I should contend— belongs to science; all dogma as to 
what surpasses definite knowledge belongs to theology. But between 
theology and science there is a No Man's Land, exposed to attack 
from both sides; this No Man's Land is philosophy. Almost all the 
questions of most interest to speculative minds are such as science 
cannot answer, and the confident answers of theologians no longer 
seem so convincing as they did in former centuries. Is the world divided 
into mind and matter, and if so, what is mind and what is matter? Is 
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mind subject to matter or is it possessed of independent powers? Has 
the universe any unity or purpose? Is it evolving towards some goal? 
Are there really laws of nature, or do we believe in them only because 
of our innate love of order? Is man what he seems to the astronomer, 
a tiny lump of impure carbon and water impotently crawling on a 
small and unimportant planet? Or is he what he appears to Hamlet? Is 
he perhaps both at once? Is there a way of living that is noble and 
another that is base, or are all ways of living merely futile? If there is a 
way of living that is noble in what does it consist, and how shall we 
achieve it? Must the good be eternal in order to deserve to be valued, 
or is it worth seeking even if the universe is inexorably moving towards 
death? Is there such a thing as wisdom or is what seems such merely 
the ultimate refinement of folly? To such questions no answer can 
be found in the laboratory. Theologians have professed to give answers, 
all too definite, but their very definiteness causes modern minds to 
view them with suspicion. The studying of these questions, if not the 
answering of them, is the business of philosophy.! 


Such a view of philosophy led to the principal traditional 
subdivisions of the subject. (1) Metaphysics, which was sup- 
posed to deal with what is ultimately real in the universe— 
the reality of mind and matter, the existence of God, the 
nature of Space and Time, and so on. (2) Moral philosophy, 
or ethics, which was supposed to deal with the nature of 
moral concepts and with the grounds that exist for justifying 
moral judgments. (3) Logic and epistemology, which were 
supposed to deal with reasoning and the nature of knowl- 
edge. The answers which philosophers have given to prob- 
léms in those traditional subdivision have been about as 
numerous as the philosophers, but certain broad types of 
answer could be distinguished, the most important of which 
were called Idealism, Realism, and Pragmatism. 

This division of philosophy explains why it is that in 
many books on the philosophy of education it is possible to 
distinguish quite clearly three different kinds of statement. 


* Bertrand Russell, History of Western Philosophy, Allen and Unwin, 
1946, pp. 10-11. 
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First of all there are metaphysical statements. “Frocbel’s God 
is an active source of continual creation in both nature and 
mind.” * "The Herbartian soul is real, unchangeable, inde- 
pendent and without faculties; the contact of this soul with 
the reality of the body brings about the thought and motiva- 
tion of the live man.” * Then there are judgments of value, 
which, implicitly or explicitly are part of any statement about 
the aims of education. “Pestalozzi saw education as a means 
of social reform.” * “Perhaps, unconsciously, he (Comenius) 
held fast to many of the tenets of Plato and Aristotle and 
sought to inculcate in all children the habits of thought, be- 
haviour, and activity which would later ensure the fulfillment 
of the duties and responsibilities of citizenship and Christian- 
ity.” ° Finally, there are statements about the nature of knowl- 
edge. “A knowledge of the external world is arrived at through 
the activities of the sense organs.” ? “The beliefs, thoughts, 
efforts which may constitute a person's inquiry have no truth 
or falsity, they are either satisfactory or unsatisfactory." * It 
is evident that these Statements, all taken from one book on 
the philosophy of education, are typical philosophical state- 
ments in Russell's sense, 

With the teaching of Wittgenstein, however, this view 
of philosophy has had to be abandoned, and the reason for 
this is of great importance for students of education. For 
many people spend a great deal of their time speculating about 
traditional philosophical questions, or, at least, about ques- 
tions which fall in the metaphysical and ethical subdivisions 
of philosophy; and if they are being misled in doing so, then 


*J. Curtis and M, E. A, Boultwood, A Short History of Educational 
Ideas, University Tutorial Press, 1953, p. 363. 

* Op. cit., p. 345- 

* Op. cit., P. 325. 

“Op. cit., p. 183. 

° Op. cit., p. 221. 

"Op. cit., p. 456. 


582 


‘THE PHILOSOPHY OF EDUCATION IN A NEW KEY 


it should be one of the tasks of education to cure them of this 
confusing and wasteful habit. The reason for the abandon- 
ment is that before any problem is solved we must at least 
know what kind of evidence would have a bearing on it. If, 
as is the case in most of the problems of traditional philoso- 
phy, we have no idea what the relevant evidence would even 
be like, then we must admit that such problems are not 
meaningful ones. This criterion for the meaningfulness of 
any question or problem, adopted by practising scientists, 
must now be accepted for the whole of knowledge. 

Philosophy, therefore, is not a subject which provides 
knowledge about the universe—either about the physical en- 
vironment of man or about man himself. If it is sensible to 
inquire whether the world is divided into mind and matter, 
and if so, what is mind and what is matter, then it is quite 
certain that the answers will not be found in any book on 
philosophy. It is certain not because philosophers have so far 
been unsuccessful in such inquiries, but because philosophy 
cannot by its very nature make pronouncements about the 
nature of the world—that is the function of the sciences or of 
common sense. It follows that it will not be possible to deduce 
a philosophy of education from a general system of philosophy 
which claims to have inside knowledge about the nature and 
destiny of man, or about the nature of ultimate reality, for 
the claims of any such system must be spurious. 

«The task of philosophy is much more modest, but at the 
Same time much more useful. It is to develop methods which 
lead to the clarification of different kinds of knowledge, 
Whether it is the knowledge of common sense, or of mathe- 
matics, or of the sciences; and in the last thirty years or so 
considerable progress has been made, so that as a result of the 
labours of recent philosophers we understand very much 
more clearly the nature of the knowledge attained in these dif- 
ferent spheres. 
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Philosophy has thus no direct message for education. 
Traditional accounts of the philosophy of education often 
start with the kind of question posed by Russell and then 
proceed to discuss the various answers, such as realist, idealist 
or pragmatist, that have been given by philosophers. The 
answers to various practical educational questions, for ex- 
ample, the construction of curricula, are then made to depend 
on the type of philosophy which has been approved by the 
author. Even if the philosophical questions were genuine, it 
would be difficult to take this seriously. I think most people 
who have had experience of teaching such a course would ad- 
mit that students find it somewhat strange that they are not 
expected to give an answer to a straight-forward teaching 
problem until they have made up their minds on speculative 
philosophical issues that are quite remote from the practical 
affairs of every-day life and of the school-room. But the situa- 
tion is even more fantastic when we realize that many philos- 
ophers have at last admitted that such issues are not in fact 
genuine intellectual problems at all. 

But although philosophy has now no direct bearing on 
education, it is probably much more important than before 
because of its indirect bearing. Whatever subject one is study- 
ing and proposing to teach it is true, I think, that there are 
problems or puzzles, not so much in the subject as about the 
subject, which have to be tackled by the methods developed 
in recent philosophy. The analyses of these problems may 
show either that they are technical problems in the subject 
or that they are technical problems in a related subject, or 
that they are linguistic or verbal puzzles, or even perhaps 
that they are bogus questions. 

The philosophy of education which students ought now 
to study is therefore something which might properly be 
called “the philosophy of the curriculum.” For this purpose 
four basic courses should be given (or an integrated course 
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covering the same ground)—the philosophy of language, the 
philosophy of mathematics, the philosophy of science, and 
the philosophy of history. In all of these there are problems 
that can profitably be clarified by modern philosophical 
methods, and even the results that have already been obtained 
could lead to far-reaching improvements in education. Let 
us consider each field briefly. 


Tue PHILOSOPHY or LANGUAGE 


This is perhaps the most important of the four, for the 
results obtained in this are to some extent presupposed 
throughout the other fields. Any selection of topics must be 
rather arbitrary, but I think it would be generally admitted 
that the following are of importance to students of education. 

(a) The problem of meaning. (b) The similarities and 
differences between sentences expressing factual propositions 
and those expressing evaluative (including ethical) proposi- 
tions. (c) The tautologous nature of logical truth. 

The discussion of the problem of meaning throws a great 
deal of light on the conditions necessary for anyone to acquire 
a knowledge of language and on the conditions which render 
communication possible. As so much bad teaching is in fact 
just failure of communication, the importance of this topic 
can hardly be overemphasized. Under (b) the distinction be- 
tween the kind of meaning possessed by factual propositions 
and that possessed by evaluative propositions is fundamental 
in any talk about the aims of education. It must also be fully 
appreciated if the student is to have any understanding at all 
of what has been traditionally called moral education. In the 
past this has all too often been a tragic failure, but that is 
hardly surprising, when one reflects on the enormous confu- 
sion surrounding the subject. Some study of the philosophy 
of language would help not only in making clear the differ- 
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ences between factual and evaluative propositions, but would 
also expose the “category mistakes” of the traditional mind- 
body doctrine, on which much of the moral education (im- 
provement of the soul by means of physical punishment) con- 
ducted in schools in the past has been based. The clarification 
of the concept of logical truth in topic (c), which has been 
achieved by the demonstration of its tautologous nature, re- 
moves a frequent source of support for essentialism and 
Kindred doctrines. Necessarily true propositions acquire their 
necessity from the language in which they are expressed. 


Tue PHILOSOPHY or MATHEMATICS 


It is probably desirable that this should be covered in 
two parts; one part suitable for the general elementary school 
teacher, and the other part suitable for specialist teachers of 
mathematics. The first part would deal with the foundations 
of Arithmetic, and include the derivation of the positive and 
negative integers, the fractions, irrational and complex num- 
bers from the natural numbers. It could then go on to con- 
sider the problems of measurement—the device by which 
numbers are attached to objects in virtue of certain proper- 
ties. In this way students could understand what logical justi- 
fication there is for educational measurement, and would 
have some defence against both the hostile critic and the ex- 
cesses of the psychometrists. The second part of the course 
would cover more specialist topics, such as axiomatic systems, 
theory of proof, and problems of consistency and complete- 
ness. It is surprising how often quite good mathematicians 
are ignorant of such topics, and a teacher's explanation of the 
"laws of algebra" to a twelve-year-old class is generally im- 
proved out of recognition if he himself has understood the 
axiomatic treatment of different algebras. Moreover, once a 
student has been taken through the moves in the kind of 
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argument that is raised between the Intuitionists and those 
who support a classical view of mathematics, he has had an 
excellent training in smelling out bogus philosophical ques- 
tions. 


Tue PHILOSOPHY or SCIENCE 


There are two big problems in this field which are of 
importance to the student of education. There is first of all 
the problem of the relation between scientific knowledge and 
our commonsense experience. I think it was in the 1920's 
that the late Sir Arthur Eddington published a delightful 
story about the man in the street and a distinguished physicist 
who were both on the threshold about to enter a room. The 
man in the street, of course, stepped forward and entered. 
But the physicist had to face up to several difficult problems. 
He had to remember that he had to put his foot on a plank of 
wood travelling at some twenty miles per second round the 
sun, and that he had to do this while he was hanging head 
outward into space. Moreover, what was for the man in the 
Street a solid unyielding plank was for the physicist mostly 
emptiness; and to add to his difficulties, the atmosphere was 
pushing against him with a force of fourteen pounds on every 
Square inch of his body. After several long calculations, how- 
¢ver, the physicist concluded that the feat could be accom- 
plished, and he proceeded to emulate the man in the street. 
In other words there appear to be two worlds—the world of 
the man in the street (or commonsense), and the world of 
science. But how are these two worlds related? The obvious 
answer that we start from knowledge of common sense and 
gradually build up or deduce the knowledge of science leaves 
us in a difficult logical position, committing us to the conclu- 
sion that the commonsense view of the world is false. (If p im- 
plies q, and q implies not -p, then p must be false). Now some 
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skill in handling this kind of question should be acquired by 
teachers. For a teacher is, first and foremost, an interpreter of 
knowledge, and he must not only have some understanding 
of science, but he should be able to explain the part which 
scientific knowledge plays in human affairs and the relation 
it has to our ordinary everyday experience. Otherwise science 
tends to become a kind of magic, pursued by members of a 
secret cult, who are appealed to when the man in the street 
is confronted by technical difficulties, but whose magic has 
otherwise little to do with ordinary ways of living and thinking, 

The second big problem that should be considered by the 
student is what is often called scientific or statistical inference, 
or perhaps even the problem of induction. This is a large and 
difficult topic; nevertheless the essentials of the problem can 
be explained quite simply, and apart from the importance 
which the problem has in the understanding and interpreting 
of scientific knowledge it is of considerable domestic value 
in the treatment of statistical data which arise out of educa- 
tional practice. Indeed the customary course on statistics for 
students of education is highly unsatisfactory. It gives them 
some skill in making routine calculations and drawing infer- 
ences according to text-book rules, but it gives them little 
understanding of the justification of such inferences—a prob- 
lem which is the correlative of topic (c) in the course on the 
philosophy of language. 


€ 


Tur PmLosoPuv or History 


Anyone who is preparing to teach History is at some time 
concerned with such questions as “How do I know that so- 
and-so happened?" “What does it mean to say that so-and-so 
happened?" “How is the happening of so-and-so in the past 
related to the present?” etc. These questions are obviously 
closely connected with the problems of meaning and verifica- 
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tion that are. considered in the course on the philosophy of 
language. But in addition to these puzzles about the past, 
there are those associated with the philosophy of any social 
science. It is idle to deny that the social sciences have not at- 
tained the prestige, or even the respectability, of the natural 
sciences. Now the teacher of any of the social sciences (and 
History is the most important of those that are generally and 
seriously taught in schools) ought to be able to justify his 
subject as a respectable branch of human knowledge, and he 
will be able to do this only if he understands the methodology 
of the social sciences sufficiently to answer the sallies and 
quips of his colleagues in the older sciences. 

In each of these four spheres, the philosophy of language, 
the philosophy of mathematics, the philosophy of science, and 
the philosophy of history, revolutionary changes have taken 
place in the last few decades, and I belive that if a knowledge 
of these changes were disseminated by University Depart- 
ments of Education several important advantages would be 
secured. The most important is that students would gain 
much more understanding of the different subject-matter 
fields than they have at present. This obviously must make 
them better teachers, or interpreters of knowledge, but it 
also makes them better specialists. In the second place, the 
kind of adolescent interest which many students show in 
philosophical problems of the traditional kind can be safely 
channelled into these four courses. By being shown how to 
tackle such problems in the field of their own subject-matter, 
they can be taught quickly to realize the hollowness of tradi- 
tional philosophical claims. They will see that it is misleading 
to say that education must have a sound philosophical founda- 
tion, that rather the reverse is true. For with sound educa- 
tion people should be able to think themselves out of any 
philosophical tangles in which they may occasionally be 
trapped. Finally the study of Education acquires an intellec- 
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tual difficulty that it has often lacked in the past. For in each 
of these four courses there is ample scope for the most in- 
tricate argumentation, the most subtle distinctions, the deep- 
est insights. 

It would be extravagant to claim that these advantages 
would lead to a revolution in education corresponding to the 
recent revolution in philosophy. But they would lead to revo- 
lution in the thinking habits of teachers, and it is only in that 
way that a worthwhile revolution in education can be achieved. 
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